City University of New York (CUNY)

CUNY Academic Works
Dissertations, Theses, and Capstone Projects

CUNY Graduate Center

5-2018

Socialization Trajectories of Civic Development: Examining
Variation Among Children in Black Immigrant and African
American Families
Juliana Karras-Jean Gilles
The Graduate Center, City University of New York

How does access to this work benefit you? Let us know!
More information about this work at: https://academicworks.cuny.edu/gc_etds/2599
Discover additional works at: https://academicworks.cuny.edu
This work is made publicly available by the City University of New York (CUNY).
Contact: AcademicWorks@cuny.edu

i

SOCIALIZATION TRAJECTORIES OF CIVIC DEVELOPMENT:
EXAMINING VARIATION AMONG CHILDREN IN BLACK IMMIGRANT AND
AFRICAN AMERICAN FAMILIES

by

Juliana Karras-Jean Gilles

A dissertation submitted to the Graduate Faculty in Psychology in partial fulfillment of the
requirements for the degree of Doctor of Philosophy, The City University of New York
2018

ii

© 2018
JULIANA KARRAS-JEAN GILLES
All Rights Reserved

iii
Socialization Trajectories of Civic Development:
Examining Variation Among Children in Black Immigrant and African American Families
by
Juliana Karras-Jean Gilles

This manuscript has been read and accepted for the Graduate Faculty in Psychology in
satisfaction of the dissertation requirement for the degree of Doctor of Philosophy.

Date

Martin D. Ruck
Chair of Examining Committee

Date

Richard Bodnar
Executive Officer

[Jennifer Astuto]
[Erika Niwa]
[Kristen Gillespie]
[Rashmita Mistry]
Supervisory Committee

THE CITY UNIVERSITY OF NEW YORK

iv
ABSTRACT

Socialization Trajectories of Civic Development:
Examining Variation Among Children in Black Immigrant and African American Families
by
Juliana Karras-Jean Gilles

Advisor: Martin D. Ruck, Ph.D.

Little is known about how developmental experiences spanning early childhood through
adolescence prepare children and youth to engage with society (Astuto & Ruck, 2017), and even
less so for ethnically diverse Black children and youth (Jagers, Lozada, Rivas-Drake, &
Guillame, 2017). Building from work linking positive youth development (PYD) to civic
engagement (Lerner et al., 2006), this study examined how socialization trajectories from early
childhood through adolescence in concert with early childhood experiences and contexts related
to adolescent civic development. Civic development was measured by the PYD outcomes of
competence, confidence, connection to school and peers, caring, and character; these domains
have positively accounted for civic engagement across ethnically and racially diverse youth
(Wray-Lake, Rote, Gupta, Godfrey, & Sirin, 2015). Results suggest that diversity in socialization
experiences, sociocultural background, and context result in differential outcomes for civic
development. This finding builds on previous civic engagement work by affirming the
importance of parental perceptions, civic participation (White & Mistry, 2016), socialization
practices (Evans et al., 2012), and context (Flanagan & Faison, 2001). Moreover, this work
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highlights the importance of considering intra-group variability among Black families in civic
development and suggests that being from an immigrant family is associated with differential
civic outcomes relative to their non-immigrant counterparts.
Keywords: civic development, socialization trajectories, context, inequality, immigrant
family
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CHAPTER 1: INTRODUCTION

Problem Statement
Historically, the extant civic engagement literature suggests that people of color and/or
low-socioeconomic status (SES) have rates of civic engagement that are lower than their more
privileged counterparts (Levinson, 2010). However, recent conceptual shifts regarding what
constitutes civic engagement reveals that rates of participation among less privileged populations
are robust and stronger in some areas (e.g., social protest) than historically privileged groups
(Watts & Flanagan, 2007). This research suggests that members of marginalized groups, who
experience greater social inequality, may use their experiences of social exclusion to drive their
social justice-oriented civic participation (Kirshner & Ginwright, 2012). For example, traditional
measures of civic engagement include behaviors such as voting or donating to charity that reflect
a more “personally responsible” form of citizenship (see Westheimer & Kahne, 2004). Yet, these
traditional measures have been critiqued for privileging forms of civic engagement that are more
characteristic of White and/or higher SES populations (Levinson, 2010; Swalwell, 2015).
In contrast, the relatively newer conceptualizations of “justice-oriented” forms of
citizenship emphasize critical, community-oriented approaches to social problems (Watts &
Flanagan, 2007; Westheimer & Kahne, 2004). When justice-oriented forms of civic engagement
are measured, including those used to fight oppression such as community organizing and
protesting, research suggests that members of marginalized groups place greater effort on
accessing social capital than their more privileged counterparts (Kasnitz, Mollenkopf, Waters, &
Holdaway, 2009). Defined as, “features of social organization, such as networks, norms, and
trust, that facilitate coordination and cooperation for mutual benefit” (Putnam, 1993, p. 36),
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marginalized communities are especially likely to experience disparities in political forms of
social capital (Kirshner & Ginwright, 2012). For example, marginalized communities are often
excluded from equitable participation in civil society (e.g., voter suppression) (Anderson, 2016).
Therefore, efforts to cultivate social capital are often employed by members of marginalized
groups so as to increase opportunities for more equitable access and opportunity (Kirshner &
Ginwright, 2012).
Within the United States, disparities in social capital are evident between ethnic-racial
groups (Ginwright, 2007). Of all ethnic-racial groups in the U.S., the African American
community in particular has been subjected to profound experiences of oppression and
disenfranchisement (Anderson, 2016). In response, members of the African American
community have engaged in a long history of collective resistance to such inequality through
civic actions, such as the Civil Rights Movement of the 1960s and the more recent Black Lives
Matter movement (Hooker, 2017). These movements have included a diverse coalition of
political actors who identify as Black, e.g., African Americans and Black immigrants (Greer,
2013). However, research that can illuminate developmental experiences that facilitate such
justice-oriented civic engagement remains limited (Greer, 2013; Smith, 2014), especially work
that examines the intersection of context and culture.
Study Goals and Approach
The goal of the current study is to examine how variability among the socialization
processes, sociocultural background, and immediate contexts of children in Black immigrant and
African American families relate to children’s civic development. Although research regarding
civic engagement is extensive and work that addresses inequality and sociocultural issues is
burgeoning, no research to date has examined these issues among ethnically diverse Black
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parents and their children. To address this gap, the current study built on recent work examining
indictors of civic engagement in children (Astuto & Ruck, 2017), by using the Early Childhood
Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K) to conduct person-centered
analysis (PCA) through trajectory modeling. PCA identifies profiles of developmental
experiences by attending to intra- and inter-individual variability over time (Neblett et al., 2016).
Specifically, this study examined how variability among Black immigrant and Black American
families’ socialization processes (e.g., parental perceptions) and contexts (e.g., neighborhood)
from early childhood through adolescence related to civic development in adolescence.
Defining race, ethnicity, and immigrant generational status. In this project, race is
conceptualized as a social construct, borne out of an effort to create distinctions between the
three major social groups inhabiting North America during the 18th century, i.e., peoples of
indigenous, European, and African descent (Smedley & Smedley, 2005). The construct of race
has been associated with biological or genetic distinctions between groups that have historically
been used to justify inequitable treatment of groups who were not of European descent
(Agyemang, Bhopal, & Bruijnzeels, 2005). This construct was originally used as a tool for
dehumanizing people of African descent brought to the U.S. through the Atlantic Slave Trade so
as to justify their oppression (Smedley & Smedley, 2005, p. 19). Because of this history, it
persists as a significant social construct that remains influential in the lives of all people living in
the U.S., but most acutely for those of African descent.
Unlike race, ethnicity is thought to be more “malleable” (Hughes, Watford, & Del Toro,
2016, p. 2) and can represent cultural group identity in the form of shared traits such as customs,
language, or nationality (Smedley & Smedley, 2005). Within the U.S., extensive ethnic
variability exists across racial groups (Agyemang et al., 2005). For this project, the terms Black
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and White are used to represent members of racial groups associated with people of African and
European descent, respectively, while ethnicity is used to signify national origin identity.
Although race and ethnicity may represent distinct concepts, within the lived experience they are
not mutually exclusive and often overlap (Hughes et al., 2006).
The current study focuses on within-group ethnic diversity for those of African descent
who identify as Black in the U.S. Here, the terms Black or Black-identified represents people
who identify as Black regardless of ethnicity or nationality. The terms African American and
Black American are used interchangeably to represent people who identify as Black and whose
family have been in the U.S. for several generations. Whereas the term Black immigrant
represents those who identify as Black and are first-, 1.5-, or second-generation immigrants. This
approach is in alignment with research that examines ethnic variability among the Blackidentified population within the U.S. (Greer, 2013; Smith, 2013; Waters, 2009).
Black immigrants and Black Americans represent groups with two distinct histories
related to involuntary and voluntary migration (Ogbu & Simons, 1998; see Waters, Kasinitz, &
Assad, 2014 for more detailed history of Black migration to the U.S.). Involuntary migrants
represent a history of enslavement or colonization, while in contrast voluntary migrants have
emigrated by choice (Ainsworth-Darnell & Downey, 1998). Caribbean, African, or South
American immigrants to the U.S. characterize voluntary migrants, while Black American
families represent involuntary migration (Manuel, Taylor, & Jackson, 2012). However, because
it is typically not feasible to trace the lineage of participants beyond three generations,
researchers who have examined within-group ethnic diversity of Black participants define firstto second-generation participants as immigrant and third-generation or greater as American
(Greer, 2013; Smith, 2014). By examining the intersections of race, ethnicity, and immigrant
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generational status, our understanding of how civic development occurs among diverse members
of society will be enhanced.
Importance of the problem. The 1965 Hart-Cellar Immigration Act contributed to a
sizable increase in diverse, non-white immigrant groups to the United States (Smith, 2013). In
1965, the Black immigrant population was around 125,000 (Smith, 2013). By 2013, that number
increased to 3.8 million; half of whom are from Caribbean nations and 36% of whom are from
African nations (Anderson, 2015). Regardless of this increase, most research that has addressed
ethnic diversity within the non-white immigrant population has focused on Asian and Latino
immigrant groups, which is in part due to these groups’ more dramatic rates of immigration
(Smith, 2014). However, the lack of attention to the increased ethnic diversity within the Black
population in the U.S. has resulted in research that ultimately treats Black-identified participants
as a monolithic racial group (Rogers, 2006).
The homogenization of Black participants within research has limited our understanding
of how ethnic diversity may operate among members of the electorate who identify as Black, i.e.
the Black polity (Greer, 2013; Smith, 2014). The Black polity is comprised of both Black
immigrants and Black Americans in the U.S. (Waters et al., 2014). Although ethnic diversity in
the civic behaviors among the Black polity has received increased attention in recent years (e.g.,
Greer, 2013; Kasnitz et al., 2009; Rogers, 2006; Smith, 2013, 2014), exploration of how that
ethnic variability contributes to civic development is limited. This is problematic because power
and social capital within the U.S. are unequally distributed according to a racialized hierarchy,
wherein White-identified people possess the most and Black-identified people possess the least
(Akom, 2006; Bonilla-Silva, 2013; Hero, 2003). Within this racialized social structure, multiple
forms of inequality—such as economic, civic, and educational—persist along racial lines (Carter
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& Reardon, 2014). Furthermore, this racialized hierarchy makes institutionalized racism a
normative part of daily life for many Black people in the U.S. regardless of their national origin
(Hall & Carter, 2006; Kasnitz et al., 2009; Redway, 2014; Seaton, Upton, Gilbert, & Volpe,
2008; Thornton et al., 2013; Waters, 2001).
In the U.S., institutionalized racism manifests as systemic inequality that falls along
racial lines (Bonilla-Silva, 2013). For example, this includes the limited and highly segregated
housing opportunities available to Black families regardless of income (White, 2016), highly
segregated and chronically under-resourced public schools that serve majority-Black student
populations (Reardon & Owens, 2014), and state-sanctioned violence against Black adults and
children in the form of police shootings and brutality that disproportionately affect Black
communities (Moore, Robinson, Adedoyin, Brooks, Harmon, & Boamah, 2016). Thus,
institutional racism continues to shape the opportunity structure available to members of the
Black community in the U.S. (Bonilla-Silva, 2013; Glaude, 2016; Smith, 2013).
Available research suggests that Black immigrants and Black Americans differ in how
they perceive and respond to discrimination or systemic inequality (Butterfield, 2004; Hunter,
2008; Seaton et al., 2008; Smith, 2013, 2014; Thornton et al., 2013; Waters, 2001). Yet little
empirical work has examined the civic implications of such sociocultural variability in regards to
parental socialization processes (Neblett, Rivas-Drake, & Umana-Taylor, 2012; Waters et al.,
2014). Given the increasing rates of Black immigration to the U.S. (Anderson, 2015; Frey, 2014;
Waters et al., 2014), developmental researchers must improve our understanding of how ethnic
variability factors into parental socialization processes. Here, it is imperative to conduct research
that examines how different segments of the community provide civically formative socialization
experiences for their children.
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Within developmental research parent perceptions and behaviors regarding inequality
have been identified as formative socialization experiences for children with civic implications
(Evans et al., 2012; Watts & Flanagan, 2007). Because of institutionalized racism, Black parents
are likely to encounter structural inequalities in raising their children, such as unsafe
neighborhoods or challenges with child care (Aikens & Barbain, 2008; Ginwright, 2007).
Therefore, research that examines the civic implications of parent perceptions or behaviors by
accounting for such structural manifestations of inequality is needed. Relatedly, available work
regarding parental socialization processes that addresses inequality has directed far more
attention towards the African American experience and less so towards that of Black immigrants
(Hughes et al., 2006). This is due in part to the limited attention that the extant research has
given to the role of ethnic variability among Black-identified participants (Smith, 2014). Thus,
our understanding of ethnic variation in socialization processes that Black American and Black
immigrant parents employ in response to an unequal world is limited by the dearth of research
(Waters et al., 2014).
Exploring Black children’s civic development by accounting for structural inequality and
sociocultural variability in their socialization experiences will make several contributions to the
field. First, examining areas of overlap and divergence in the socialization experiences of
children growing up in Black immigrant and Black American families will improve our
understanding of Black children’s normative development (Seaton et al., 2008). Second,
investigating how socialization processes spanning early childhood to adolescence link with
children’s civic development will help fill in the current gaps in our understanding of how civic
engagement develops (Astuto & Ruck, 2010; Astuto & Ruck, 2017). Finally, an increased
understanding of how inequality within developmental contexts factors into the civic
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development of ethnically diverse Black children, will contribute to social scientists’, educators’,
and policymakers’ ability to promote the full political participation of all members of society
(Greer, 2013; Kasnitz et al., 2009; Smith, 2014).
Theoretical Foundations
The lens through which we approach our research shapes the design, interpretation, and
ultimately the knowledge produced from our work. Therefore, it is imperative to employ
frameworks in the current study that will counter historical narratives within research that have
portrayed Black children and families from a risk or deficit approach (Neblett et al., 2016).
Equally important, is the utilization of theoretical frameworks that will, however, allow for a
proper accounting for manifestations of structural inequalities in the lived experiences of
children and families. To properly examine how culture and context intersect to shape the civic
development of children in Black immigrant and African American families, three theoretical
frameworks were utilized to guide the current study: (1) ecological perspective; (2) positive
youth development; and (3) intersectionality theory.
An ecological framework asks how different systems affect development
(Bronfenbrenner & Morris, 2006), while positive youth development emphasizes resilience in
the face of developmental challenges (Watts & Flanagan, 2007), and an intersectional lens
examines how an individual’s multiple social identities interact with each other to influence their
lived experience (Ghavami et al., 2016). Within previous research these frameworks have been
used to help shift the developmental narrative for historically marginalized children from one of
deficit and risk to one of resilience and potential (Evans et al., 2012; Ghavami et al., 2016; White
& Mistry, 2016). Taken together, they complement each other within the current project by
highlighting pivotal social elements of civic development that occur across formative settings.
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Ecological perspective. Developmental researchers have increasingly used ecological
approaches within their research so that they may better account for sociocultural diversity
within development, particularly those focusing on civic issues (Astuto & Ruck, 2017; Evans et
al., 2012; Kirshner & Ginwright, 2012; Watts & Flanagan, 2007; White & Mistry, 2016). A
distinguishing feature of this approach is its movement away from the historical deficit-model
approach that in the past has problematized much of the development of historically
marginalized youth (Kirshner & Ginwright, 2012; Lee, 2008). Rather the ecological approach
allows researchers to account for the role of “social stratification and oppression” (Kirshner &
Ginwright, 2012, p. 1) while simultaneously incorporating a strengths- and resiliency-based
orientation (Garcia-Coll et al., 1996). An ecological approach facilitates this shift because when
the researcher attends to features of the environment, it becomes possible to more clearly identify
how environmental factors influence development. By accounting for environmental influences
within development, researchers can better identify positive aspects of development that may be
occurring despite challenging environmental contexts.
Essentially, ecological theory, “posits that human development occurs within various
‘systems’ or environmental contexts including the immediate setting (e.g., home), the broader
social setting (e.g., neighborhood, government), the overarching cultural ideology (e.g., values),
and the sociohistorical period in which one lives” (White & Mistry, 2016, p. 2). The influence of
more proximal to more distal ecological systems in developmental opportunities and trajectories
has been illuminated throughout developmental research (Bronfenbrenner & Morris, 2006). For
example, foundational work by Barbara Rogoff (2003) demonstrates how distinct contexts can
account for a wide range of variation in development. International research on civic
development, demonstrates how the sociopolitical context within which we grow up manifests
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itself in distinct ways across each layer of the ecological systems we inhabit (Lee, 2008; TorneyPurta, 2002). Ultimately, an ecological approach will bolster the identification of influential
elements across multiple systems that shape civic development.
To identify these civically influential elements, both proximal and distal ecological
systems were considered in the conceptualization and design of the current study. Within the
more immediate home setting, the role of family was examined by accounting for sociocultural
background (i.e., immigrant- or native-born) and parental socialization processes. Here, a
primary goal was to utilize measures of socialization processes that would account for structural
manifestations of inequality. This is because structural inequalities manifest themselves through
the resources that are present (or not) in the developmental ecology in which parents raise their
children (Hope & Spencer, 2017; Stokols, Lejano, & Hipp, 2013). Expanding out from this
immediate setting, elements of the family neighborhood, child’s school, community-type, and
national region were also examined. This approach was especially important because
socialization processes are essentially bound by features of the developmental ecology in which
parenting occurs (Caughy, Nettles, O'Campo, & Lohrfink, 2006; McLoyd, Mistry, & Hardaway,
2014). Moreover, as children develop from early childhood through adolescence there may be
shifts over time in how parents perceive or interact with features of their child’s environment
(Bronfenbrenner & Morris, 2006). Such changes in parental perceptions or behaviors are
influential to children’s development because they are typically accompanied by changes in how
parents structure their child’s engagement with the environment (Gutman & Eccles, 2007;
Smetana, Campione-Barr, & Daddis, 2004). This framework facilitated a comprehensive
approach by highlighting how elements across multiple ecological systems and the dynamic
manner by which parents engage with those systems influenced children’s civic development.
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Positive youth development. Since its introduction, the positive youth development
(PYD) approach to developmental research has yielded formative work that has helped transform
and re-shape our understanding of youth civic development (Lerner, Fisher, & Weinberg, 2000;
Lerner et al., 2005; Lerner et al., 2006). Similar to the ecological model, PYD takes a strengthsbased approach to examining youth development that essentially “promotes the study of ‘what is
going right’” (Morrissey & Werner-Wilson, 2005, p. 67). Much of PYD research has used the 5
C’s framework—competence, confidence, character, connection, and caring; with a number of
researchers linking these domains to civic outcomes in youth (Evans et al., 2005; Lerner et al.,
2005). Furthermore, PYD’s framing of youth as “resources to be developed” (Lerner, Almerigi,
Theokas, & Lerner, 2005, p. 10), has led researchers to focus on how PYD relates to youth’s
civic involvement (Watts & Flanagan, 2007).
PYD’s underlying conceptual framework and its interconnection with civic
developmental processes will prove useful in isolating key pathways between formative
socialization experiences and civic outcomes. Here, the PYD framework is particularly useful for
elucidating civic development because it attends to social capital via the relational connections
within and across the social systems within youth’s developmental ecology (Lerner, Wang,
Champine, Warren, & Erickson, 2014; Wray-Lake et al., 2015). Thus, within this framework
positive development is thought to be facilitated by mutually beneficial connections between
youth and the resources in their environment, known as ecological assets (Lerner et al., 2014).
Research suggests that youth civic engagement is positively linked to ecological assets such as
enriched neighborhood environments and positive social relationships (Duke, Skay, Pettingell, &
Borowsky, 2009; Flanagan, Byington, Gallay, & Sambo, 2016; Kahne & Sporte, 2008; Zaff et
al., 2008). Moreover, PYD theory argues that it is through such ecological assets that individual
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competencies (as indicated by the 5 C’s) are promoted, thereby facilitating youth’s civic
engagement.
More recently, youth-oriented frameworks, such as PYD, have been used to establish
crucial links between civic development in youth of color with their experiences of ethnic-racial
socialization and racial identity development (Evans et al., 2012; Hope & Spencer, 2017).
Relatedly, youth-organizing frameworks have highlighted PYD as a mechanism by which youth
of color can use experiences of marginalization and political exclusion to participate in justiceoriented forms of civic engagement (see Kirshner & Ginwright, 2012). Within these youthoriented frameworks, youth are viewed as “resources” within ecological settings that can serve as
both sources of risk and resilience within youth’s development such as their neighborhood,
school, or family. Here, researchers have re-framed what opportunities for civic involvement
entail and what PYD looks like in the lives of marginalized youth of color (Evans et al., 2012;
Kirshner & Ginwright, 2012; Watts & Flanagan, 2007).
Building on this approach, the current study contributes to an improved model of
normative development for diverse Black children and youth by employing the PYD framework
to highlight pathways to positive outcomes across diverse developmental contexts (Evans et al.,
2012). These pathways were examined using a two-step approach. First, patterns in parental
socialization processes between early childhood and adolescence were identified; then those
patterns were examined to see if they varied by ecological features of youth’s early childhood
contexts. In the second step, the influence of those socialization patterns and ecological features
on youth’s individual competencies (as measured by the 5 C’s) was examined. Using the PYD
perspective provided a framework for examining intra-group variability in the social
developmental systems of diverse Black youth, which in turn advances our general
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understanding of normative development. Moreover, a PYD approach allowed for inferences to
be made regarding ecological assets that promote civic development among Black youth.
Intersectionality theory. Intersectionality theory suggests that social inequities do not
occur in isolation from each other and that people’s identities cannot be defined by one element,
such as race or gender (McCall, 2015; Simien, 2005, 2007). This concept was first introduced
within Black feminist scholarship as a tool for disentangling how people experience privilege
and marginalization at the intersection of their identities (Crenshaw, 1991, 1995; Ghavami,
Katsiaficas, & Rogers, 2016; King, 1998). Within research, the power of an intersectional
approach lies in its efficacy as a tool for disentangling how an individual’s multiple social
identities interact to confer social advantage or disadvantage (Crenshaw, 1995; Ghavami et al.,
2016).
Intersectionality theory argues that we must consider how people’s various social
identities are multi-layered and interconnected with each other and how they intersect to shape
our experience of the world. Within this framework, our identities are thought to be constructed
by both our internal identification and through the treatment we receive in relation to our various
social group memberships (Ghavami et al., 2016). For example, a low-income White boy may
experience certain privileges because of his Whiteness or gender, but because of his
socioeconomic status he may experience some form of marginalization. Or a woman who is
wealthy, Black, and an immigrant, may be privileged by her wealth, but may encounter
marginalizing experiences because of her race or her gender. However, she may use her national
identity as a touchstone of cultural pride that helps her challenge experiences of racial
discrimination (Butterfield, 2004; Deaux et al., 2007).
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Available research suggests that how different aspects of our identities intersect to inform
our civic development is complex (Christens, Collura, & Tahir, 2013). For example, within the
U.S., those with greater socioeconomic privilege are better positioned to participate in traditional
forms of civic engagement (e.g., voting) (Levinson, 2010). In contrast, citizens who are members
of historically marginalized groups (e.g., people of color or who are low-income), face systemic
barriers to traditional forms of participation (Glaude, 2016; Levinson, 2010). However, when it
comes to forms of civic engagement that have been described as “non-traditional,” (Levinson,
2010) such as protesting or community organizing, the rates of participation look different
(Checkoway & Aldana, 2013; Westheimer & Kahne, 2004). For example, these forms of
participation are often higher within historically marginalized communities than in more
privileged communities (Jacobsen & Linkow, 2012; Kirshner & Ginwright, 2012). Contrasts
such as these, have helped some researchers argue that people who have been marginalized may
be better attuned to social injustices and inequities (Swalwell, 2015). Given the evolution of how
researchers conceptualize civic engagement, the incorporation of an intersectional lens is vital
for disentangling the richness and complexity of developmental civic processes.
When considering these processes among children from Black families, a valuable
starting point involves exploring within-group diversity in terms of racial identity in combination
with ethnic background. Ghavami and colleagues (2016) suggest that research which explores
such forms of within-group diversity by distinct identities also represents an important starting
point for expanding our understanding of how identities intersect within development. Personcentered analysis represents an analytical approach that can capture such sources of within-group
variability by identifying patterns in developmental experiences and how these are linked with
distinct identities or settings (Neblett et al., 2016).

15
Within the current study, intersectionality was addressed in part by exploring how civic
development was influenced by sociocultural background; this was measured by whether
children were from a Black immigrant or Black American family. Being from an immigrant
family has unique civic implications for children and youth in that they or members of their
family may experience forms of sociopolitical exclusion because of their immigrant background
(Roffman, Suárez-Orozco, & Rhodes, 2003). Such social exclusion has civic implications in that
the treatment children or youth experience because of their social identities teaches them both
how society perceives their social identities and the ways in which these identities allow them to
be incorporated into or excluded from participation in civil society (Kirshner & Ginwright,
2012). Because Black children and youth will likely encounter marginalizing social experiences
due to their race, regardless of their ethnic background (Hughes et al., 2008), it is important to
examine how being from an immigrant background intersects with other civically relevant
developmental experiences.
Equally important when employing an intersectional lens is the consideration of how the
experiences of our identities are bound by the contexts within which they occur (Crenshaw,
1995). Specifically, “intersectional models attend to the role of context in shaping the ways
social categories link privilege and disadvantage in people’s life experiences” (Ghavami et al.,
2016, p. 35). When considering the civically formative developmental experiences for Black
children within the U.S., historical accounts of racial inequality within the U.S. indicate that
context matters in conferring experiences of privilege or disadvantage (Anderson, 2016; Greer,
2013). Families of African descent within the U.S. represent multiple histories of migration
between nations and within the U.S. in that opportunity for Black people with the U.S. varies by
place and space (Anderson, 2016; Berlin, 2010). Historical accounts strongly suggest that a
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shared history for peoples of African descent within North America, and the U.S. in particular, is
one of seeking pockets of opportunity within societies rooted in structural forms of racialized
oppression (Anderson, 2016). For example, the Great Migration represents a period between
1915 and 1970 of the mass exodus of six million African Americans from the violent conditions
of the Jim Crow South to urban centers in Northern and Western states seeking relatively safer
living conditions and employment opportunities (Wilkerson, 2011). This period of migration
resulted in a shift from 90% of the Black population in the U.S. living in the South to almost half
that population moving to urban centers to the North and West. However, the segregated housing
practices of these urban centers that occurred in response to this wave of Black migration,
resulted in racialized suburbs and city centers with differential opportunity structures that persist
today (Wilkerson, 2011; Berlin, 2010). In turn, the Hart-Cellar Immigration Act of 1965 marked
the arrival of almost 4 million new Black immigrants during the following decades (Anderson,
2015), who came to reside in the same places and spaces as Black Americans and ultimately
share many experiences of racial inequality (Berlin, 2010; National Museum of African
American History and Culture, 2016; Smith, 2014). But, despite such shared racial experiences,
research suggests that sociocultural experiences such as ethnic identity and context may be
associated with distinct civically socializing experiences (Greer 2013; Smith 2013, 2014).
In light of this history, an intersectional approach to civic development among Black
children and youth within the U.S., requires consideration of how ethnic and racial identity may
confer distinct experiences that are linked to features of the developmental ecology. Guided by
an intersectional lens, the current study, examined the influence of being from an immigrant
background on civic development in combination with parental socialization processes and
multiple elements of their developmental ecology, such as national region, type of neighborhood,
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and school ethnic/racial composition. By using an intersectional lens to examine the complex
interplay of context and sociocultural identity, the current study enhances our understanding of
how civic development occurs among Black children and youth.

18
CHAPTER 2: LITERATURE REVIEW

Conceptual Model
The ecological, positive youth development, and intersectional theoretical frameworks
each emphasize different aspects of development that are influential to civic engagement. Guided
by these frameworks, the current project examined how civic development is shaped by the
dynamic intersection of the social and cultural features of one’s ecology. Specifically, distinct
trajectories of parental socialization between early childhood and adolescence were examined to
see how they combined with sociocultural variability at the setting and family level to influence
children’s civic development in adolescence (see Figure 1).
Research and theory suggest that the civic development of historically marginalized
children and youth is linked with their experiences of inequality and opportunity (Evans et al.,
2012; Levinson, 2010). To expand our understanding of how historically marginalized children’s
civic development is filtered through experiences of inequality and opportunity it is important to
consider parental socialization experiences that reflect structural manifestations of inequality.
Parental socialization represents an influential interface between children and the developmental
ecology in which they are raised (Gutman & Eccles, 2008). As children’s developmental
capacities evolve between early childhood and adolescence, these parental socialization
experiences often shift and evolve over time in response to their children’s maturation
(Nomaguchi & House, 2013). However, patterns in parental socialization over time may also be
interrelated with sociocultural features of the developmental ecology, at both proximal and distal
levels (Bronfenbrenner & Morris, 2006). Therefore, considerations need to be made for the
conditions under which different patterns in parental socialization occur that represent the family
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and environment; specifically, those which capture different sociocultural constructs such as
practices of ethnic-racial socialization or type of community.
Ultimately, the current study expands on the framework proposed by Evans et al. (2012)
which posits that a pathway to civic engagement is through socialization experiences that
promote the positive development of Black children and youth. This framework suggests that
when outcomes of youth well-being are promoted, they are in turn better equipped to engage
with society. Because racial inequality within the U.S. makes it likely that Black children and
youth will encounter lived experiences of inequality (Akom, 2006; Hero, 2003; Hughes et al.,
2006), this study strived to identify a constellation of socialization experiences which represent
structural manifestations of inequality. The goal here being to identify those experiences which
may strengthen historically marginalized youth to engage with a society that has too often been
hostile to their very existence (Anderson, 2016; Bonilla-Silva, 2013; Ginwright, 2007).
Details regarding the conceptualization for each of the constructs analyzed in this study
are provided in the following review, beginning with the two parental socialization trajectories,
perceptions of inequality and civic participation. This is followed by an overview of the
sociocultural variables which were examined at the setting (i.e., region, community-type, school
composition, and neighborhood) and family level (i.e., ethnic-racial socialization and immigrant
status); concluding with civic development.

Figure 1. This conceptual model represents theorized links between socialization experiences from early childhood through
adolescence as they are interrelated with sociocultural features of the developmental ecology which ultimately intersect to influence
indicators of civic development that prepare youth to engage with society. Italicized words denote specific constructs examined in the
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current study.
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Parental Socialization
As children age and mature over time in their developmental capacities, the processes by
which children are socialized by their parents undergo a parallel shift that mirrors children’s
maturational shifts (Gutman & Eccles, 2007; Nomaguchi & House, 2013; Smetana, CampioneBarr, & Daddis, 2004). Parental perceptions and behaviors reflect socialization processes that
have been identified as influential children’s development within research (Andolina, Jenkins,
Zukin, & Keeter, 2003; Brody et al., 2001; Carver, Timperio, & Crawford, 2008; Metzger &
Smetana, 2009; Pettit, Bates, Dodge, & Meece, 1999). Given the influence of parental
socialization on child development and the shifts which occur in those processes as children age,
it is important to look at patterns in parental socialization trajectories over time. This approach
will allow a better understanding of how socialization processes facilitate civic development.
Two socialization trajectories were examined that capture families’ lived experiences
while accounting for any structural manifestations of inequality. The first is how safe parents
perceive their neighborhood to be for their child to play outside. This is conceptualized as an
indicator of how parents perceive inequality, in that one of the most tangible experiences of
inequality that parents can encounter when raising their children is an unsafe environment (Katz,
2015; Pinderhughes, Nix, Foster, & Jones, 2001). The second trajectory captures parent
opportunity for civic participation, which accounts for actual rates of participation and barriers to
participation. Typically measures of civic participation focus on behaviors such as volunteering.
However, this approach does not account for the presence of barriers parents deal with, such as
child care issues or transportation challenges, that may impact their ability to participate in such
civic behaviors. This approach ensures that structural manifestations of inequality are captured
by examining overall opportunity for civic participation.
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Perceptions of inequality. Over the past few decades, developmental researchers’
interest in work that examines perceptions of economic inequality has ebbed and flowed (Chafel,
1997; Heberle & Carter, 2005; Leahy, 1981). As rates of economic inequality have grown to
heights not seen since the Great Depression (Desilver, 2014), the social issue of economic
inequality has received renewed attention within the US and internationally (Wolfer, 2015).
Researchers who are studying this topic have argued that we need to understand the
developmental implications of perceptions of inequality, so that we may improve our strategies
for fostering a more socially just world (Carter & Reardon, 2014; Seider, 2008, 2009, 2010l;
Swalwell, 2015).
Defined as the “gap between the wealthiest members of a society and the poorest
members” (Heberle & Carter, 2015, p. 13), economic inequality represents just one form of
inequality. As a social problem, economic inequality intersects with other forms of social
inequity. These inequities manifest themselves as disparities in the social capital held by
members of society along factors such as class, race, or gender (Akom, 2006; Hero, 2003;
McCall, 2005). Higher rates of inequality within a society have been associated with problematic
outcomes in multiple domains (e.g., behavioral, health), in comparison to societies that are more
equal (Heberle & Carter, 2015; Keating, 2016; Mistry et al., 2016).
Available research regarding adult and youth perceptions of inequality suggests that
variability exists between the views held by members of more marginalized and more privileged
groups. For example, the most commonly endorsed view within the U.S. is that people are
individually responsible for their wealth or poverty as a result of their personal efforts or ability
(Flanagan, Kim, Pykett, Finlay, Gallay, & Pancer, 2014). However, research with more
marginalized populations such as ethnic/racial minorities or immigrants, suggests they may be
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more likely to attribute inequality to structural forces such as unequal educational opportunities,
or stagnant wages than others who are more privileged (Flanagan et al., 2014; Godfrey & Wolf,
2016, p. 3). Such variation suggests that an individual’s personal experiences with various forms
of inequality, such as being low-income or a member of an ethnic/racial minority group, shapes
how they perceive and reconcile inequality, which has civic implications (Hero, 2003; Uslaner &
Brown, 2003).
In the past few years, a number of researchers have framed economic inequality as a
major source of civic inequality (Bartels, 2012; Flanagan & Levine, 2010; Hess & McAvoy,
2014; Schlozman, Verba, & Brady, 2012). However, developmental literature that examines
these issues in the context of parenting remains limited. This is due in part to the dearth of
research that addresses how parents’ perceptions of inequality may shape their children’s views
(Belle, 2006; Godfrey & Wolf, 2016; Godfrey & Cherng, 2016; Russell, Harris, & Gockel,
2008), especially as it relates to the civic socialization processes engaged in by parents (Mistry et
al., 2016). Because research that ties parental perceptions to their children’s civic development is
especially limited, this represents an important exploratory variable. Moreover, within the civic
engagement literature the relationship between parent beliefs and children’s civic outcomes have
also received support (White & Mistry, 2016), suggesting that parental perceptions are indeed
influential for their children. Furthermore, research regarding ethnic-racial socialization suggests
that a meaningful relationship exists between parent perceptions of social inequality, parent
socialization practices, and their children’s development (Cabrera, Kuhns, Malin, & Aldoney,
2016; Hughes et al., 2006). However, constructs used within research that examine perceptions
of inequality primarily include conceptions of inequality, such as interpretations of what causes
of poverty, or perceptions of one’s social status (Garza, Glenn, Mistry, Ponce, & Zimmerman,
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2017; Godfrey, 2013; Roy, Godfrey, & Rarick, 2016). Although these approaches provide
valuable insights, they do not necessarily capture the lived experience of inequality.
Due to racial inequality within the U.S., Black families are disproportionately likely to
encounter inequality in their daily lives relative to other ethnic-racial groups (Anderson, 2016).
For example, Black families are more likely to live in low-income, higher risk communities
regardless of their income level (Eligon & Gebeloff, 2016). Residing in high-risk, unsafe
neighborhood environments, creates a daily experience of living through inequitable conditions,
and is associated with poorer outcomes of mental health and general well-being (Mistry,
Vandewater, Huston, & McLoyd, 2002; Nomaguchi & House, 2013; Pinderhughes et al., 2007).
Whereas the presence of neighborhood safety has been positively linked to parent and child wellbeing outcomes such as social connection (Dahl, Ceballo, & Huerta, 2010). Within the civic
engagement literature, social connection through one’s community has been conceptualized as a
feature of social capital that promotes civic engagement (Flanagan, Cumsille, & Gill, 2007;
Putnam, 1993; Wray-Lake et al., 2015). Therefore, if this form of social capital is inhibited by
the presence of unsafe neighborhood conditions, opportunities for connection that facilitate civic
engagement are thought to be suppressed (Kirshner & Ginwright, 2012; Ginwright, 2007).
To capture the lived experiences of how families may encounter inequality, parental
perceptions of inequality were measured by their perception of neighborhood safety.
Specifically, this was measured by how safe parents viewed their neighborhood for their child to
play outside (see Appendix). This is conceptually aligned with other research regarding parental
perceptions of inequality because it indicates parental conceptualization of the affordances
provided by their neighborhood (Conley, 2010; Sykes, Piquero, & Gioviano, 2017).
Additionally, how parents perceive their neighborhood environment shapes parenting practices
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such as how they structure social opportunities for their children (Carver, Timperio, & Crawford,
2008; Duke, Skay, Pettingell, & Borowsky, 2009). In turn, how children and youth interact with
their neighborhood has been described as influential to their civic development (Ginwright &
Cammarota, 2007).
What parents deem as safe for their children’s neighborhood experiences also align with
maturational shifts in their child’s development (Gutman & Eccles, 2007; Smetana, CampioneBarr, & Daddis, 2004). Wherein parental perceptions of conditions that are deemed unsafe for
children in early elementary school may be viewed differently for children by the time children
reach adolescence (Sykes et al., 2017). Thus, variability among parental perceptions of
neighborhood safety and how these perceptions shift over time, are particularly useful to explore
as socialization trajectories that influence children’s civic development.
Civic participation. Parental civic participation has been documented as influential to
the civic development of children and youth (White & Mistry, 2016; Zaff, Malanchuk, & Eccles,
2008). Children whose parents model civic behaviors such as volunteering, or participating in
community fundraising are thought to civically benefit from these behaviors. This is because the
civic participation of parents is thought to act as a socialization process, whereby parents’ actions
model for their children various forms of positive engagement with society (White & Mistry,
2016). In that parents’ civic participation has been found to positively impact children’s civic
development (White & Mistry, 2016). Specifically, behaviors such as school community
volunteering or participating in fundraising, have been identified as influential to children’s civic
development (Zaff et al., 2008).
Rates of civic participation through volunteering or fundraising have been found to vary
between ethnic/racial groups or SES level (Levinson, 2010). For example, civic participation in
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the form of school volunteering or fundraising has been documented as higher for higher-income
and/or White communities, relative to lower-income and/or Black communities (Zaff et al.,
2008). A flaw within this body of research is the lack of proper accounting for structural factors,
such as problems with transportation or an inability to get time off from work, that may impede
opportunities for participation in such forms of engagement. The presence or absence of such
impediments to involvement represent disparities in the social capital to which families have
access (Akom, 2006; Bonilla-Silva, 2013; Hero, 2003). Here the absence of such challenges
represents access to higher forms of social capital, whereas the presence of such challenges
reflects less social capital. The racialized system of inequality within U.S., translates to a greater
likelihood that Black parents will face such barriers to involvement at disproportionately higher
rates than their White counterparts (Bonilla-Silva, 2013; Carter & Reardon, 2014; Glaude, 2016;
Smith, 2013).
The failure to account for how the structural manifestation of inequality within the lives
of Black children and families may affect various forms of civic engagement, limits the efficacy
of how we understand ‘gaps’ in civic engagement (Levinson, 2010). To address this issue, the
current study considered potential barriers to civic participation by accounting for both rates of
civic participation (e.g., volunteering, fundraising) and barriers (e.g., transportation challenges,
child care issues). By contextualizing participation within families’ lived experiences, this
measurement advances work that has argued for the importance of examining gaps in civic
‘empowerment’ rather than only ‘engagement’ (Levinson, 2010).
As children progress through school, rates of parent participation tend to shift with age,
with involvement decreasing over time across ethnic/racial groups (Crosnoe, 2001; Hill &
Taylor, 2004). Research suggests that parental civic participation influences children’s civic
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development (White & Mistry, 2016), therefore it would be especially valuable to examine how
variability among parental rates of participation over time influence children’s civic
development. In addition, accounting for structural barriers when looking at rates of participation
may be especially revealing by illuminating variability in the pathways of civic opportunity
among ethnically diverse Black families.
Sociocultural Variables
Contexts. Civic engagement research strongly suggests that where children go to school
and where they live impart civically formative experiences (Flanagan & Faison, 2001; Kahne &
Sporte, 2008). To account for sociocultural diversity within development, ecological features of
children’s school and community were examined in the current study. The ethnic-racial
composition of children’s school was examined to determine how schools with higher or lower
concentrations of ethnic/racial minority students related to civic development. To examine the
influence of where children live on their civic development, three different features of their
community were considered: national region, community-type, and neighborhood risk factors.
School ethnic/racial composition. Schools have long been identified as key spaces for
civic socialization, from the content in the classroom to afterschool opportunities such as sports
and extracurricular activities (Flanagan et al., 2007; Kahne & Sporte, 2008). Above and beyond
time in the classroom and afterschool activities, a school’s demographic composition has also
been identified as influential to civic development (Rubin, 2007). For example, greater
ethnic/racial diversity at schools has been associated with a stronger inclination in adulthood to
live a more racially integrated life (Frankerberg, Lee, & Orfield, 2003). However, when schools
serve primarily ethnic/racial minority groups, they are also more likely to have high
concentrations of student poverty (Jones & Shen, 2014; Levinson, 2010; Frankenberg et al.,
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2003). School contexts such as these have been negatively associated with civic outcomes
(Levinson, 2010). Given the comorbidity of ethnic-racial and economic composition, it is
important to examine how school composition relates to parents’ views of their neighborhood
and how parents engage with their school community.
Region and community-type. The sociopolitical opportunity and historical treatment of
Black communities within the U.S. varies by region (i.e., West versus South) and community
type (i.e., urban versus rural) (Anderson, 2016; Button, 2014; Ginwright & James, 2002).
Differential patterns of civic engagement have been documented by region and community-type
(Button, 2014; Ginwright & James, 2002), with the South and urban centers remaining the
national region and community-type with the largest Black populations (U.S. Census Bureau,
2011). For example, the Southeastern U.S. is associated with higher rates of civic engagement
which has been theorized to reflect the larger network of Black communities and collective civic
culture (Button, 2014). However, urban spaces are often associated with environmental factors
that may adversely impact civic development, such as violence (Ginwright & James, 2002)
Therefore, exploring the roles of region and urbanicity can contribute to increased understanding
of how national and local context relate to variability in civic development.
Neighborhood. Neighborhoods have been identified as civically socializing contexts via
the presence of risks or resources (Flanagan & Faison, 2001). Wherein neighborhoods with
recreation spaces, libraries, and community organizations confer greater social capital, while
those with risks such as vacant houses, crime, drug activity confer less social capital (Ginwright,
2007; Ginwright & Cammarota, 2007). In turn, neighborhood features have been linked to civic
outcomes, with more resources being positively associated and more risks having a suppressing
influence on political participation (Flanagan & Faison, 2001; Jones & Shen, 2014). In the

29
current study, parental report of the frequency of risk features in the family neighborhood was
explored to determine how variability within this setting related to children’s civic development.
Family. The treatment of sociocultural characteristics such as ethnic/racial identity
within research reflects the fact that the U.S. remains a racially stratified society (Bonilla-Silva,
2013). For example, this reality has shaped the way researchers identify Black participants
within their studies, which overwhelmingly has been as a singular group with little attention to
within-group ethnic variability (Greer, 2013; McLoyd & Steinberg, 1998; Smith, 2014; Waters et
al., 2014). The last half century has seen a sizable increase in the number of Black immigrants
from Caribbean and African nations (Rong & Brown, 2001, 2002; Thomas, 2012). In light of
this, a growing number of researchers have argued for a more thorough examination of
sociocultural variability due to the rapid ethnic diversification of the Black-identified population
in the U.S. (e.g., Hall & Carter, 2006; Manuel et al., 2009; Manuel et al., 2012; Rogers, 2006;
Smith, 2013). To address these issues, the influence of ethnic-racial socialization practices and
family immigrant status on civic development were examined.
Ethnic-racial socialization. Ethnic-racial socialization is a multidimensional process that
is sensitive to the type, frequency, and context within which parents employ socialization
messages (Hughes, Watford, & Del Toro, 2016). A primary function of ethnic-racial
socialization for parents of color is to prepare their children for the social inequalities they will
inevitably face (Hughes et al., 2006). Watts and Flanagan (2007) noted that within the racial
identity development literature, racial socialization is seen as akin to political socialization
(Cross, 1971; Jagers, Mattis, & Walker, 2003). They suggest that, “Racial socialization is a form
of political socialization, i.e., as African-American parents prepare their children to deal with
prejudice, they are interpreting how the political order works for people ‘like us’” (Watts &
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Flanagan, 2007, p. 785). However, they highlight that these interwoven socialization processes
have, “not been an explicit part of any program of research” (Watts & Flanagan, 2007, p. 785).
Research that explicitly examines the links between parents’ ethnic-racial socialization processes
and how these relate to their children’s civic development is needed.
Among Black youth, a number of researchers have directly and indirectly linked ethnicracial socialization experiences with PYD outcomes and civic development (Evans et al., 2012;
Faison & Flanagan, 2003; Kirshner & Ginwright, 2012; Watts & Flanagan, 2007; Zaff et al.,
2008). Evans et al. (2012) conceptualizes ethnic-racial socialization processes as developmental
experiences that promote PYD in African American youth, which in turn contribute to their civic
development. Out of ethnic-racial socialization’s four dimensions of cultural socialization,
preparation for bias, promotion of mistrust, and egalitarianism (Hughes et al., 2006), Evans et al.
(2012) emphasizes the potential civic benefits of cultural socialization due to its established links
in promoting positive developmental outcomes among African American youth. Cultural
socialization involves parental practices that promote a sense of ethnic/racial pride by providing
opportunities for children to participate in cultural customs or teaching children about the history
of their ethnic or racial heritage (Hughes et al., 2006).
Within developmental research children’s experiences of cultural socialization have been
positively linked with beneficial outcomes that are reflective of PYD domains such as
competence, connection, and caring (Evans et al., 2012, p. 253). Evans et al. (2012), theorize that
socialization messages regarding role models who are lauded for their, “leadership, character,
and civic engagement” (Evans et al., 2012, p. 252) may promote their confidence, competence,
connection or caring, which may translate to an increased desire to engage in their community.
Similarly, Evans et al. (2012) suggest that stories of the Civil Rights movement may increase
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youth’s, “awareness of injustice and offer examples of social agitation,” thereby promoting their
sense of caring or character, which could enhance their civic engagement in the form of,
“stand(ing) up for their own and others’ rights” (Evans et al., 2012, p. 253). To build on these
conceptual links, this study explored how ethnic-racial socialization (as measured by cultural
socialization) related to children’s civic development.
Immigrant status. Current research indicates that Black immigrants and Black
Americans respond to discrimination and inequality differently (Butterfield, 2004; Hunter, 2008;
Seaton et al., 2008; Smith, 2013, 2014; Thornton et al., 2013; Waters, 2001). In comparison to
Black Americans, first- and second-generation Black immigrants are less likely to interpret
discriminatory experiences as systemic (Rogers, 2001) and less likely to perceive inequitable
treatment as discrimination (Hunter, 2008). Therefore, it is plausible that variability also exists in
how Black immigrant and Black American parents socialize their children to deal with
experiences of inequality. Thus, it is imperative to further our understanding on these issues,
especially given that existing research with African American families suggests that
sociocultural experiences are formative in children’s civic development (Evans et al., 2012).
Moreover, available research on how Black immigrant and Black American youth
respond to inequality suggests that experiences of discrimination may have more damaging
effects on the well-being of Black immigrant youth relative to their Black American counterparts
(Seaton et al., 2008). Research by Seaton et al. (2008) suggests that this may reflect differential
socialization messages used by parents and recommend further research. Within the PYD and
related youth organizing frameworks, youth well-being is a key element and relates to their civic
development (Evans et al., 2012; Watts & Flanagan). Existing research with African American
families suggests that such socialization experiences are civically formative (Evans et al., 2012).
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Given that racially-based institutional discrimination remains pervasive within the U.S., it is
imperative to disentangle how ethnically diverse Black parents prepare their children for these
experiences and examine what role family immigrant status plays in their children’s civic
development.
Civic Development
Civic engagement is a multidimensional construct with varied definitions available
throughout research (Checkoway & Aldana, 2013). Traditional measures of civic engagement
have included voting, donating to charity, or civic knowledge (Levinson, 2010; Rubin, 2007;
Westheimer & Kahne, 2004). But these measures have been critiqued as misrepresentative of
actual rates of civic engagement within society because they tend to be more reflective of civic
engagement among White and/or higher SES populations (Levinson, 2010; Rubin, 2007;
Swalwell, 2015). Such an imbalance has contributed to the narrative of a “civic engagement
gap,” wherein more marginalized groups are purported to have lower rates of civic engagement
than their more privileged counterparts (Flanagan & Levine, 2010; Swalwell, 2015). These
issues have been critiqued in at least two ways that are relevant to the current research agenda.
First, such conceptualizations of civic behavior reflect the experiences of privileged
members in society for whom democracy functions best, while the civic actions of marginalized
members of society are devalued (Levinson, 2010; Rubin, 2007; Swalwell, 2015). For example,
marginalization is essentially a form of exclusion from society, thus the civic actions of the
oppressed often encompass actions that fight for inclusion, representation, and the right for full
participation (Suárez-Orozco, Hernández, & Casanova, 2015; Watts & Flanagan, 2007).
However, in the last twelve years this form of citizenship has received increased attention within
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research as a vital element of democracy (Levinson, 2010; Swalwell, 2013; Watts, Diemer, &
Voight, 2011; Westheimer & Kahne, 2004).
Second, traditional measures limit the civic incorporation of non-adults by using
constructs that do not reflect the developing civic capacities of youth or children (Astuto &
Ruck, 2010; Flanagan et al., 2007; Flanagan & Faison, 2001). In recent years, research and
theory on youth civic engagement has grown and diversified (Flanagan et al., 2007; Flanagan,
Syvertsen, & Stout, 2007; Kirshner & Ginwright, 2012; Rubin, 2007; Swalwell, 2015; TorneyPurta, 2002; Watts & Flanagan, 2007). Meanwhile, research on children’s civic development
during early and middle childhood that looks beyond traditional dimensions such as civic
knowledge is still relatively limited (Astuto & Ruck, 2010; Sherrod, Flanagan, & Youniss, 2002;
White & Mistry, 2016).
However, more recent work has shown a path toward addressing these critiques. For
example, Levinson (2010) suggests re-framing the “civic engagement gap” (emphasis added) to
an issue of differential opportunities for empowerment, i.e. a “civic empowerment gap” (p. 316).
This argument identifies structural barriers that limit what types of civic opportunities are
available to which segments of society (Levinson, 2010) and invokes the concept of a “justiceoriented citizen” (Westheimer & Kahne, 2004, p. 240). Two distinguishing features of the
justice-oriented citizen include: a collective orientation towards addressing social problems (e.g.,
community organizing, protesting; Westheimer & Kahne, 2004); and viewing social issues from
a “critical stance” (i.e., interrogating systemic factors that contribute to social problems; Watts,
Diemer, & Voight., 2011, p. 44).
For example, the collective orientation is reflected by a citizen who engages in collective
actions such as community organizing or protesting rather than individualized actions such as
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donating to a charity (Westheimer & Kahne, 2004). Employing a “critical stance” towards social
issues involves an active examination of the systemic factors that contribute to a social problem,
rather than merely being aware of a given social issue (Watts & Flanagan, 2007; Watts et al.,
2011). Although research and theory on the justice-oriented citizen have mostly focused on
youth and adults (Kahne, Chi, & Middaugh, 2008; Swalwell, 2013; Suárez-Orozco et al., 2015;
Watts & Flanagan, 2007; Watts et al., 2011), a recent study on civic engagement in middle
childhood used constructs that align with the underlying concepts of a justice-oriented citizen
(White & Mistry, 2016).
White and Mistry (2016) measured indicators of children’s civic engagement as socially
responsible behaviors (e.g., helping the community or caring for others) and civic values (e.g.,
the importance of helping others who are less fortunate or working to stop prejudice) (p. 45).
Although their sample was racially and ethnically diverse, they noted that African American
children were underrepresented (White & Mistry, 2016). However, the measures of children’s
civic engagement used by White and Mistry (2016) relate to dimensions of the PYD framework
that have been theorized as reflective of civic development among African American youth
(Evans et al., 2012). Specifically, Evans et al. (2012) links the cultural socialization dimension of
ethnic-racial socialization of African American youth with the promotion of PYD outcomes
(e.g., competence, connection) that may prepare African American children and youth to engage
in justice-oriented forms of civic engagement.
A signifying feature of the PYD framework is its portrayal of youth as resources to be
developed (Lerner et al., 2005). This approach is rooted in PYD’s guiding premise that in order
to promote a healthy civil society, we need to identify outcomes in youth that can prepare them
to positively contribute to society (Lerner et al., 2000). As a result, indicators of youth well-
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being within the PYD framework are meant to reflect what’s going right in dimensions of youth
development (Morrissey & Werner-Wilson, 2005). Five positive developmental outcomes,
widely known as the “five C’s,” of competence, confidence, connection, character, and caring,
have been conceptualized as outcomes that when developed in youth can facilitate their
contribution to society (Lerner et al., 2000). Competence is reflected socially through strong
social skills or academically through a positive orientation towards learning (Evans et al., 2012,
p. 253; Lerner et al., 2005). Confidence is shown through a general sense of self-efficacy and
self-worth, and character is reflected by integrity and respect of sociocultural rules or norms
(Evans et al., 2012, p. 253; Lerner et al., 2005). Connection is evidenced by positive
relationships with others such as family and friends, and institutions such as school. Whereas
caring is demonstrated through sympathy or empathy towards others (Evans et al., 2012, p. 253;
Lerner et al., 2005).
Arguably, youth who are higher on these PYD outcomes, may be more able and likely to
engage civically (Lerner, Fisher, & Weinberg, 2000), e.g., stand up for the rights of others or
develop a sense of solidarity among other oppressed groups (Evans et al., 2012). Work by others
within the PYD and social-justice oriented youth-organizing frameworks (see Ginwright, 2007;
Kirshner & Ginwright; 2012; Watts & Flanagan, 2007) lend further support to the notion that
outcomes such as the 5 Cs are reflective of civic development in youth of color. The current
study used the following PYD outcomes as indicators of civic development among children from
Black American and Black immigrant families: competence, confidence, connection to school,
connection to peers, character, and caring. By emphasizing how culture and context intersect to
shape these positive developmental outcomes, this research stands to further our knowledge of
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what constitutes normative development among diverse Black children and youth (Evans et al.,
2012).
Person-Centered Approach
Using the Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLSK) national data set, the current study employed a person-centered analytical approach to
examine how variability among Black immigrant and Black American families’ socialization
practices and immediate contexts from early childhood through adolescence related to children’s
civic development in adolescence. Person-centered analysis (PCA) has been described as an
analytical approach that can, “be used to promote equity and justice for African American and
other racial and ethnic minority youth” (Neblett et al., 2016, p. 44). PCA is thought to reflect a
socially just analytical technique because it is more sensitive to constructs that are
multidimensional in nature. For example, with ethnic-racial socialization messages, it is not
merely how frequently children receive socialization messages, but also the type of message
(e.g., cultural pride) in combination with specific settings (e.g., neighborhood) and/or personal
characteristics (e.g., ethnicity) (see Neblett et al., 2016).
Neblett and colleagues (2016) argue that a variable-centered approach limits the focus to
relationships that occur between certain variables while controlling for the others, which may
inadvertently treat multidimensional constructs as unidimensional. Thereby limiting how
accurately results can reflect the contextual social reality of the construct being measured
(Neblett et al., 2016). In contrast, a person-centered approach helps identify patterns among
developmental experiences by generating profiles of experience by attending to intra- and interindividual variability over time (Niwa, Way, & Hughes, 2014). For example, the person-centered
analytical technique parses out variability within an individual from variability between
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individuals across multiple time points. Variable-centered approaches cannot do this because
their approaches to estimation are of “individual differences around a single growth curve, even
if they are not assumed to have similar patterns” (Niwa et al., 2014, p. 4).
A guiding research aim of this study was to examine how patterns of developmental
experiences and contexts combined to influence later civic development. To accomplish this, the
person-centered analytical approach of growth-mixture modeling was identified as the optimal
technique. This approach to modeling identifies patterns across multiple time points by
generating group profiles that reflect combinations of specific patterns in their developmental
experiences (Muthén & Muthén, 2000; Nagin & Odgers, 2010; Niwa et al., 2014). Once patterns
are identified in the form of group profiles, subsequent analyses are conducted to determine
whether the profiles vary by key sociocultural variables, and how the profiles and sociocultural
variables relate to the outcome of interest (Niwa et al., 2014), i.e., indicators of civic
development.
The Present Study
Patterns in two distinct socialization trajectories for children spanning early childhood to
adolescence among ethnically diverse Black families were examined; specifically, parental
perceptions of inequality (as measured by views of neighborhood safety) and civic participation
(as measured by rates of participation relative to barriers). Sociocultural variables were used to
examine whether specific socialization trajectory patterns varied by contextual features of the
school locale (i.e., region, urbanicity), school ethnic-racial composition, and family
neighborhood risk, as well as family ethnic-racial socialization and immigrant status. The
association between specific socialization trajectories and sociocultural variables with civic
development in adolescence were subsequently explored (see Figure 1).
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Research questions. This study addressed the following research questions: (1) Are there
distinct patterns in parental perceptions of inequality between early childhood and adolescence?
(2) Are there distinct patterns in opportunities for parental civic participation between early
childhood and adolescence? (3) Do these patterns vary by sociocultural variables at the setting
and family level in early childhood? (4) How do distinct socialization patterns in combination
with key sociocultural variables relate to civic development in adolescence?
Hypotheses. The exploratory nature of the socialization trajectories being examined
precludes the specification of pattern types in these trajectories, how those patterns may vary by
specific sociocultural variables, or how they are associated with civic development indicators.
However, developmental theory and research suggests that parental perceptions of safety will
increase over time (Gutman & Eccles, 2007; Smetana et al., 2004), and that rates of parental
civic participation will decrease over time given that parental school involvement has been
shown to decrease as children age (Crosnoe, 2001; Hill & Taylor, 2004). Additionally, it is
plausible that indicators of civic development may be positively associated with living in the
South (Button, 2014), however living in urban centers has been adversely related to civic
engagement for youth of color (Ginwright & James, 2002). Research suggests that attending
schools with greater concentrations of ethnic-racial minority students and living in
neighborhoods with greater risks will be negatively associated with civic development
(Ginwright & James, 2002; Wray-Lake et al., 2015). Lastly, civic development is expected to be
positively associated with ethnic-racial socialization (Evans et al., 2012), however available
research does not provide enough guidance to expect any specific relationship between family
immigrant status and civic development.
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CHAPTER 3: METHODS

Participants
The ECLS-K, 1998-99 Cohort is a nationally representative longitudinal data set of
children and parents in the U.S., with data collected during children’s kindergarten, first, third,
fifth, and eighth grade school years (Tourangeau, Nord, Lê, Sorongon, & Najarian, 2009). It
includes a starting sample of about 22,000 students enrolled in Kindergarten, whose ages range
from 4-6 years old (West, Denton, & Reaney, 2000). Full sampling details regarding the ECLSK 1998-99 cohort and data collection procedures are provided by Tourangeau and colleagues
(2009). This data set was identified as optimal due to its longitudinal data that spans early
childhood to adolescence, which provides the opportunity to build on recent work using this data
set to examine civic engagement (Astuto & Ruck, 2017).
For the current study, a sub-sample was identified by using the inclusion criteria of
families wherein at least one parent reported their ethnic/racial identification as Black1 (N =
3,562). Just under half of children in this sub-sample were female (49.5%). The ECLS data file
provides a component measure of socioeconomic status (SES) that includes maternal/paternal
education, occupational prestige, and household income (National Center for Education
Statistics, 2012). SES was divided into five quintiles, with the first quintile representing the
lowest SES and the fifth representing the highest. Over half of the sub-sample belonged to the
first and second quintiles (54.5%, n = 3,439), which represent low SES. The third and fourth
quintiles represent middle to upper-middle class, constituting 36.4% of the sample, and the fifth

Within the ECLS-K data set, the response option for Black is defined as, “Black or African
American” (Tourangeua et al., 2009).
1
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quintile represents upper-middle class and beyond, 9.1% represented this category (NCES,
2012). Additional descriptives are provided in Table 1.
Analytical Strategy
Analysis occurred in two phases. The first involved the identification of patterns in
socialization trajectories from Kindergarten through 8th grade and sociocultural variables that
predicted variability in these patterns (n = 3,122). Patterns in two socialization trajectories were
examined for parental perception of inequality (as measured by perception of neighborhood
safety) and parent civic participation (as measured by rates of participation and barriers to
participation). Through this process, variability in individual growth patterns over time were
used to identify shared profiles in socialization trajectories (Nagin, 2005). Sociocultural variables
measured at the Kindergarten time point reflecting context (national region, community-type,
neighborhood risk, and school ethnic-racial composition) and family (ethnic-racial socialization)
were then examined as predictors of profile membership in each socialization trajectory.
The second step involved the identification of participants for whom data regarding civic
development indicators were available in the 8th grade year (n = 1,021); this allowed the
examination of how socialization trajectories and sociocultural variables related to adolescent
civic development. Specifically, regression analyses were used to examine how socialization
trajectories in combination with the sociocultural predictors related to civic development.
Immigrant family status was explored as a predictor in this second step to determine its influence
on civic development outcomes in concert with the socialization trajectories and other
sociocultural variables.
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Measures
A preliminary set of possible items that reflected the constructs of interest were selected
based on a review of the literature and an intensive review of the parent interview survey, school
administrator survey, and child interview surveys. The final pool of items was selected through
an independent review process by the principal investigator and a graduate-level researcher with
expertise in positive development of ethnic/racial minority youth. The goal of this process was to
identify items that aligned with the guiding aims of the current research study. Disagreements
regarding which items best reflected the constructs of interest were resolved through discussion
and additional review of the literature. Details regarding the original items (e.g., survey section,
year collected, data source) and construct development are provided in the Appendix;
descriptives are provided in Table 2.
Kindergarten through 8th grade socialization trajectories. Perception of safety was
measured by a single parent survey item regarding family neighborhood, which asked how safe it
is for their child to play outside on a 3-point scale from 1 (not safe) to 3 (very safe). This item
has been used as a single indicator in other research examining parental perceptions of the family
neighborhood (Sykes et al., 2017; Weir, Etelson, & Brand, 2006).
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Table 1
Baseline Demographics
Variable
Categorical

n (%)

Socioeconomic Status Ranking (n = 3,439)
First Quintile
Second Quintile
Third Quintile
Fourth Quintile

1074 (31.2)
800 (23.3)
687 (20.0)
564 (16.4)

Fifth Quintile
Parent Origin (n = 2,549)
Born in the United States
Born Outside the U.S.
Region (n = 3,536)
South
Outside the South
Northeast
Midwest

314 (9.1)

West
Community-type (n = 3,562)
Central City
Not in Central City
Urban Fringe & Large Town
Small Town & Rural
Child Gender (n = 3,562)
Female
Male

384 (10.9)

Continuous
Ethnic-Racial Socialization
Neighborhood Risk
School ethnic/racial composition

2251 (88.3)
298 (11.7)
1,926 (54.5)
1,610 (45.5)
580 (16.4)
646 (18.3)

2,021 (57.2)
1,515 (42.8)
1,146 (32.4)
369 (10.4)
1,763 (49.5)
1,799 (50.5)
M(SD)
3.19 (.96)
0.19 (.34)
4.30 (.95)

Range
1-5
0-2
1-5

n
3,122
3,124
3,470
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The civic participation opportunity score was calculated by a sum score of eight
dichotomous Yes or No parent survey items regarding participation in their child’s school and
barriers to their involvement. Specifically, whether the parent reported volunteering at the school
or serving on a committee and participating in fundraising for their child’s school. Barriers
included parent report of inconvenient meeting times, no child care, inability to get time off from
work, issues with safety when traveling, not feeling welcomed by the school, and problems with
transportation. Scores ranged from 0 to 8; items were re-scaled so that higher scores indicate
greater civic opportunity.
Kindergarten sociocultural variables. School region (i.e., North, South, Midwest,
West) and urbanicity (i.e., Central City; Urban Fringe & Large Town; and Small Town & Rural)
were reported in the school administrator survey. Region and urbanicity were dummy coded for
inclusion in analyses to 1 (South) or 0 (not in the South), and 1 (Central City) or 0 (not in Central
City), respectively.
Ethnic-racial socialization was measured by the mean of three parent survey items
regarding the frequency of cultural socialization practices (e.g., “How often does someone in
your family talk with [child] about his/her ethnic or racial heritage?”), on a 5-point scale ranging
from 1 (never) to 5 (several times a week or more). These items demonstrated acceptable
reliability (𝛼 = .7).

Table 2
Variable Means and Standard Deviations for Socialization Trajectories and Civic Development Indicators
Data Source

Kindergarten
M (SD)

First grade
M (SD)

Third grade
M (SD)

Fifth grade
M (SD)

Eighth grade
M (SD)

Perception of Safety (n = 3,122)
(1 = not safe to 3 = very safe)

2.49 (0.59)

2.55 (0.58)

2.58 (0.57)

2.57 (0.56)

2.60 (0.56)



Civic Participation Opportunity
Score (n = 3,070)
(0 to 8)

5.34 (1.38)

5.46 (1.51)

5.65 (1.49)

5.77 (1.40)

5.65 (1.30)



Competence (n = 973)
(1 = much less well than other
children to 4 = better than other
children his/her age)

-

-

-

-

3.17 (0.59)



Confidence (n = 1,106)
(1 = strongly disagree to 4 =
strongly agree)

Child

Parent

3.15 (0.48)
-

-

-



3.69 (0.78)

School Connection (n = 1,121)
(1 = never to 5 = always)

-

-

-

-

Peer Connection (n = 1,113)
(1 = rarely or never to 4 = every
day or almost every day)

-

-

-

-

Caring (n = 967)
(1 = not true to 3 = certainly true)

-

-

-

-

Character (n = 966)
(1 = not true to 3 = certainly true)

-

-

-

-


2.58 (0.87)

2.73 (0.34)
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Note. Details regarding variable construction are provided in Appendix.

2.64 (0.57)
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Family neighborhood risk was measured by the mean score of five items regarding parent
report of problems in their neighborhood (e.g., “Vacant houses and buildings”) on a 3-point scale
from 1 (big problem) to 3 (no problem), with good reliability (𝛼 = .8).
School ethnic-racial composition was measured by the mean score of two, 5-point items
regarding the percentage range of: ethnic-racial minority students (1 = Less than 10%) to 5 =
75% or more) and Black students (1 = 0% to 5 = 25% or more). Mean scores ranged from 1 to 5,
with higher scores indicating a higher concentration of students of color (i.e., a more segregated
school composition) and displayed good reliability (𝛼 = .8). Accounting for both features of the
school’s ethnic-racial composition in a single score, provides a more accurate reflection of the
overall school composition regarding the concentration of students of color.
Whether or not the child was from an immigrant family was explored in the second step
of analysis with the smaller sub-sample who had complete data for the 8th grade outcomes.
Immigrant family was measured by whether one or more of the parents was born outside the
U.S., dummy coded as 1 (immigrant family) or 0 (not immigrant family).
Eighth grade civic development indicators. Competence was measured by a single 4point, parent-report item regarding child’s ability to care for themselves in relation to other
children their age, ranging from 1 (much less well than other children) to 4 (better than other
children his/her age). The item was reverse-coded so that a higher score indicated greater
competence; this item aligns with other PYD measures of competence (Lerner et al., 2005).
To measure confidence, the mean score of 13 child report items was calculated (e.g., “I
feel I am a person of worth, the equal of other people”); items were measured on a 4-point scale
ranging from 1 (strongly disagree) to 4 (strongly agree). Reverse-coded items (e.g., “At times I
think I am no good at all”) were re-scored, so that higher mean scores reflect greater confidence.
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Reliability was strong (𝛼 = .8), and parallels the use of these items in PYD research to measure
confidence (Lerner et al., 2005).
Connection to school was measured by the mean score of 10 child report items regarding
how often they felt connected to their school context (e.g., “Enjoy being at your school?”). Five
items were on a 4-point scale from 1 (never) to 4 (always), while the remaining were on a 5point scale of 1 (never) to 5 (always). The 4-point items were re-scaled to 5-points prior to
calculation of the mean score; reliability was high (𝛼 = .9). Higher scores indicate greater feeling
of connection to school; these items reflect previous research measuring school connection in
adolescence (Lerner et al., 2005).
Peer connection was measured by three child report items regarding the frequency of
time spent socializing with friends on a 4-point scale 1 (rarely or never) to 4 (every day or
almost every day), (e.g., “Having friends over to your home?”). Reliability was acceptable (𝛼 =
.7) and items used here are similar to those used to measure peer connection through
socialization (Lerner et al., 2005).
To measure caring, the mean score was calculated of four parent report items regarding
how true certain characteristics are of their child (e.g., “He/She is considerate of other people’s
feelings”). All items were on a 3-point scale ranging from 1 (not true) to 3 (certainly true);
reliability was adequate (𝛼 = .7) and reflects PYD measures of caring (Lerner et al., 2005).
To measure character a single 3-point parent report item was used (i.e., “He/she readily
shares with other youth, for example books, games, food”); parents were asked how true this
item was of their child on a range of 1 (not true) to 3 (certainly true). This item aligns with
indicators of character used in PYD research (Lerner et al., 2005).
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Analyses
The person-centered analytical approach of growth-mixture modeling was conducted
using SAS Proc Traj (Jones, 2001; Nagin, 2005) to identify longitudinal patterns within
developmental experiences (i.e., socialization) from Kindergarten to 8th grade in the form of
group profiles. Specifically, patterns in parental perception of safety and civic participation were
examined. This involved the estimation of individual growth curves so as to identify the
prototypic group curves, which reflected each population member’s individual trajectory (Niwa
et al., 2014). Group profile membership for individuals was determined by the trajectory that
reflected the greatest probability of their membership to it as estimated by posterior probabilities,
which range from 0 to 1 (Niwa et al., 2014). Final model selection was based on the Bayesian
information criterion (BIC) provided in model outputs that indicated the highest BIC (Muthén &
Muthén, 2000; Niwa et al., 2014; Niwa et al., 2016), in combination with the theoretical
importance of the number and shape of trajectory groups (Jones, 2001). Socialization trajectory
group membership was assigned following a systematic modeling procedure, wherein group
specifications began with higher order terms (cubic) and were changed to lower order terms
(quadratic, linear, constant) until parameter estimates indicated significance (Niwa et al., 2014).
This was followed by the exploration of whether membership in a socialization group profile
varied by key sociocultural variables in Kindergarten2.
The second step involved the analysis of how profile membership and sociocultural
variables related to civic development outcomes in the sub-sample with complete 8th grade
outcome data. Difference tests by child gender and SES indicated that there were no meaningful

2

Child gender and socioeconomic status were explored as sociocultural variables by which
trajectory group membership may vary, however neither were related to group membership.
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differences between the originally identified sample (N = 3,562) and those with complete
outcome data in the 8th grade year (N = 1,021). In addition, intra-class correlation coefficients
were calculated to determine whether multilevel methods were necessary because the settinglevel variable of ethnic-racial composition reflects a different level than the parent and child
data. ICC values indicated that multilevel modeling was not appropriate, i.e. less than 10%
shared variance (Institute for Digital Research and Education of UCLA, 2016; Woltman,
Feldstain, MacKay, & Rocchi, 2012). Therefore, hierarchical linear regressions were deemed the
most appropriate analytical approach to examine how the identified socialization trajectory
profiles and sociocultural variables related to adolescent indicators of civic development
(Muthén & Muthén, 2000; Niwa et al., 2014).
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CHAPTER 4: RESULTS

Analytic Approach
A two-part analytical approach was employed. First, socialization trajectories were
examined by identifying group profiles representing distinct patterns between early childhood
and adolescence through growth-mixture modeling. Both socialization trajectories accounted for
lived experiences of inequality: parental perceptions of inequality as measured by perception of
neighborhood safety and opportunity for civic participation which accounted for participation
relative to barriers to participation. In this person-centered approach, sources of intra- and intergroup variability in socialization experiences of children from ethnically diverse Black families
were examined (Neblett et al., 2016). Subsequently, sociocultural variables representing features
of the developmental ecology during early childhood that distinguished between group profile
membership were explored. Including contextual considerations for the conditions under which
specific trajectories of socialization experiences occurred advances an intersectional
understanding of how context is interrelated with specific types of social experiences of that
represent lived experiences of inequality (Ghavami et al., 2016).
In the second part, the group profiles and family- and setting-level sociocultural variables
were examined in concert with each other as predictors of civic development (as measured by
PYD outcomes) in adolescence through hierarchical regression analyses. Both proximal and
distal features of the developmental ecology (Bronfenbrenner & Morris, 2006) were included to
examine different constellations of experience leading to positive development, thereby
advancing our understanding of pathways to PYD among Black children and youth (Evans et al.,
2012).
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Growth-mixture modeling was identified as optimal because it allows for an exploration
of how socialization experiences may change over time as well as whether different patterns in
those experiences emerged over time (Nagin, 2005). Specifically, two variables in the ECLS-K
data set which represented lived experiences of inequality and had data at all five time points
between Kindergarten and eighth grade, were explored as socialization trajectories via growthmixture modeling: how parents perceived inequality (as measured by perception of
neighborhood safety for children to play outside) and their opportunity for parental civic
participation (as measured by participation relative to barriers).
Here it is important to note that the growth patterns of other variables which represent
socialization experiences relating to inequality, such as ethnic-racial socialization, could not be
examined due to how these data were collected. Data on ethnic-racial socialization practices
were only collected at a single time point, thus precluding analysis of changes over time. Ethnicracial socialization represents a strategy used by Black parents to help prepare their children for
inequalities they may face associated with their ethnic or racial identity (Hughes et al., 2006) and
has been linked to civic engagement as a form of political socialization (Watts & Flanagan,
2007). Therefore, this variable was instead included as a family-level sociocultural variable to
determine whether use of ethnic-racial socialization practices during early childhood
distinguished between group profile membership for parental perceptions of inequality and
opportunity for civic participation trajectories.
Two additional sociocultural variables representing proximal and distal features of the
development ecology were examined to determine whether they distinguished between patterns
in parental perceptions of inequality (as captured by perceived neighborhood safety): region (i.e.,
the South or outside the South) and urbanicity (i.e., Central City or not in Central City).
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Sociohistorical patterns of migration within the U.S. for Black families reflect a history wherein
safety varies by both region and community-type (Anderson, 2016; Berlin, 2010). Research
suggests that parents structure children’s engagement with their environment in relation to both
how safely it is perceived and their children’s maturation over time (Sykes et al., 2017). As such,
it is valuable to determine how distinct patterns in parental perceptions may vary by features of
the developmental ecology, especially those which represent historically distinct lived
experiences for Black-identified populations in the U.S. (Berlin, 2010).
To consider manifestations of structural inequality that may be associated with distinct
trajectories of civic opportunity for parents, two additional setting-level sociocultural variables
were selected. Specifically, family neighborhood risk and school ethnic-racial composition were
examined as correlates that may distinguish between patterns in opportunity for parental civic
participation (by accounting for rates of participation relative to barriers to participation). These
setting-level variables represent structural manifestations of inequality that have been linked to
civic opportunity. For example, neighborhood risk factors such as problems with crime, violence,
or vacant buildings represent environmental features that are thought to suppress opportunities
for civic engagement (Ginwright, 2007; Ginwright & Cammarota, 2007). Relatedly, there is
often comorbidity between rates of school segregation in the form of high concentrations of
ethnic/racial minority and rates of student poverty (Frankenberg et al., 2003; Jones & Shen,
2014), which represent adverse conditions for civic opportunity (Levinson, 2010). Thus, this
approach provides a unique opportunity for examining how these manifestations of inequality
intersect with parental opportunity for civic participation.
In the second part of analysis, hierarchical regression analyses were run to determine how
distinct trajectories of parental perceptions of safety and opportunity for civic participation in
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concert with the sociocultural variables, which distinguished between these patterns, related to
indicators of adolescent civic development. Building from work by Evans et al. (2012) and
Lerner et al. (2005) which posits that greater well-being in youth prepares them to engage with
society, civic development indicators were measured by positive youth development outcomes
(e.g., connection, confidence). In this part of analysis, immigrant family status was explored as
an additional sociocultural variable that may relate to civic development. Racial inequality
within the U.S. limits opportunities for Black families regardless of their ethnic background,
however research has found that Black immigrants may respond differently to such inequalities
than Black Americans (Greer, 2013; Smith, 2013, 2014). In turn, research suggests that children
of Black immigrant and Black American parents may be equipped to handle racial inequality
differently, which may account for disparities in well-being between children from immigrant
and American families when they experience racial inequality (e.g., discrimination) (Seaton et
al., 2008). Therefore, an additional block was included in the hierarchical regression models, to
determine whether being from an immigrant family accounted for differences in adolescent
outcomes. This predictor was retained in final models only if it improved model fit overall. By
accounting for the role of socialization trajectories between early childhood and adolescence and
a host of sociocultural variables that represented distinct features of the developmental ecology
in early childhood, this part of analysis helped illuminate civically formative socialization
experiences.
Preliminary Analyses
Tables 1 and 2 provide descriptives for all variables. From Kindergarten through 8th
grade parental perceptions of safety were on average high, while parental civic participation was
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moderate. The 8th grade indicators of competence, confidence, caring, and character were
relatively high, while school connection and peer connection were moderate.
Treatment of Missing Data
Full information maximum likelihood was used to estimate parameters for the groupmixture model because it: allows missing values, is able to provide accurate estimations of
individual trajectories for participants with at least one data point (Dodge, Shen, & Ganguli,
2008; Nagin, 2005; Niwa et al., 2014), and is regarded as unbiased and efficient in its treatment
of missing longitudinal data (Allison, 2001; Niwa et al., 2014, p. 7). Overall, missing data in the
group-mixture model was very low, with 86% or greater at all five time points.
Variation and Sociocultural Correlates of Perceptions of Safety
A two-group solution was identified for parental perceptions of safety (BIC = -8,661.30).
Group membership and parameter estimates were significant at the p < .000 level. Posterior
probability estimates indicated that the identified trajectories reflected the individual growth
curves well: M = 0.94 for Group 1 (low-stable) and M = 0.87 for Group 2 (high-increasing
curved) (see Figure 2)3. This solution identified a constant and cubic group. The low-stable
group reflected parental perceptions of safety that remained low over time (57%). The highincreasing curved group indicated that perceptions increased slightly from Kindergarten to 3rd
grade, then decreased from 3rd grade to 8th grade (43%); however, perception of safety in 8th
grade was higher than in the Kindergarten year.
Ethnic-racial socialization, living in the South, and the Central City distinguished
between the two groups (n = 3,122). Table 3 presents sociocultural variable parameter estimates,

3

Note, in Figures 1 and 2, the solid lines represent the observed growth trajectories, and the
dotted lines represent the model estimated growth trajectories.
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standard errors, null hypothesis tests, and p values per test. Higher ethnic-racial socialization, 𝛼2
= 3.80, p < .001, and living in the South, 𝛼2 = 5.29, p < .000, were associated with greater
likelihood of membership in the high-increasing curved group relative to the low-stable group. In
contrast, living in the Central City was associated with lower likelihood of membership in the
high-increasing curved group relative to the low-stable group, 𝛼2 = -7.18, p < .000.
Variation and Sociocultural Correlates of Parent Civic Participation
A four-group solution was identified for parent civic participation (BIC = -15847.95), per
model fit in combination with the identification of a theoretically interesting group. In this group,
civic participation began at a higher point in Kindergarten than all other groups and
demonstrated a sharp decrease in participation by their child’s 8th grade year. In contrast, the
three other groups increased over time. Group membership and parameter estimates were
significant at the p < .000 level. Posterior probability estimates were as follows: M = 0.74 for
Group 1 (low-increasing); M = 0.76 for Group 2 (upper-middle-increasing); M = 0.71 for Group
3 (lower-middle-increasing); and M = 0.78 for Group 4 (high-decreasing) (see Figure 3).

3.00

Perception of Safety

2.90
2.80
2.70
2.60

• (1) Low-stable (57%)

2.50

• (2) High-increasing curved (43%)
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K

1st Grade

3rd Grade

5th Grade

8th Grade

Figure 2. Trajectory profiles for parental perceptions of safety (N = 3122).
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Three linear, increasing and one quadratic, decreasing groups were identified. The lowincreasing group reflected the lowest starting and ending points, but demonstrated increased
opportunity for parental civic participation from Kindergarten through 8th grade (34%). The
upper-middle-increasing group started at the third highest point and increased from Kindergarten
ending with the highest point of all groups in the 8th grade year (51%). The lower-middle
increasing group increased slightly in civic participation opportunity from Kindergarten to 8th
grade (13%). Starting at the highest point of parental civic participation, the high-decreasing
group decreased from the 1st grade to the 8th grade years, ending with the second highest point of
all groups in the 8th grade year (2%).
Sociocultural variables distinguished between group membership (see Table 3; n =
3,070). Specifically, higher ethnic-racial socialization was associated with greater likelihood of
membership in the upper-middle-increasing, 𝛼2 = 5.78, p < .00, lower-middle-increasing, 𝛼2 =
3.06, p < .001, and high-decreasing groups, 𝛼2 = 5.10, p < .00, in comparison to the lowincreasing group.
Whereas, higher family neighborhood risk was associated with a decreased likelihood of
membership in the upper-middle-increasing, 𝛼2 = -5.02, p < .00, lower-middle-increasing, 𝛼2 = 4.02, p < .00, and high-decreasing groups, 𝛼2 = -2.08, p < .004, relative to the low-increasing
group. Similarly, more segregated school ethnic/racial composition was associated with a
decreased likelihood of membership in the upper-middle-increasing, 𝛼2 = -2.74, p < .01, and
high-decreasing groups, 𝛼2 = -2.96, p < .00, versus the low-increasing group.
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Table 3
Sociocultural Correlates of Trajectory Profile Membership by Source
Group

Parameter

Estimate

Error

Test

p-Value

Perception of Safety, (n = 3,122)
2

High-increasing vs. low-stable perception of safety
Constant

-0.75

0.18

-4.16

<.00

E-R socialization

0.18

0.05

3.80

0.00

Region - South

0.48

0.09

5.29

<.00

Urbanicity - Central City

-0.65

0.09

-7.18

<.00

Civic Participation (n = 3,070)
2

3

4

Upper-middle-increasing vs. low-increasing civic participation
Constant

-0.98

0.52

-1.86

0.06

E-R socialization

0.51

0.09

5.78

<.00

Neighborhood risk

-1.78

0.36

-5.02

<.00

School ethnic/racial composition

-0.23

0.08

-2.74

0.01

Lower-middle-increasing vs. low-increasing civic participation
Constant

0.42

0.53

0.80

0.43

E-R socialization

0.25

0.08

3.06

0.00

Neighborhood risk

-0.87

0.22

-4.02

0.00

School ethnic/racial composition

-0.11

0.09

-1.24

0.22

High-decreasing vs. low-increasing civic participation
Constant

-5.35

1.32

-4.05

0.00

E-R socialization

1.40

0.27

5.10

<.00

Neighborhood risk

-3.85

1.85

-2.08

0.04

School ethnic/racial composition
-0.50
0.17
-2.96
0.00
Note. Details regarding reference groups for Region and Urbanicity (respectively): Not in the
South, Not in Central City.
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Figure 3. Trajectory profiles for parental opportunities for civic participation (n = 3070).
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Linking Socialization Trajectories to Civic Development Indicators
To examine how adolescent indicators of civic development were influenced by
socialization trajectory group membership while controlling for key sociocultural variables,
hierarchical linear regression analyses were conducted with those who had complete 8th grade
outcome data (N = 1,021). Whether or not the child was from an immigrant family were explored
for inclusion in the first block of each model. Immigrant family contributed to the overall model
fit and explanatory power for over half the models and was thereby entered in the first block of
those models. Appendix B reports the models for which immigrant family status was explored
for inclusion in the first block but were not retained in the final models. Remaining sociocultural
variables that distinguished between socialization trajectory group membership were entered in
the following block, with the profile membership entered in the final block of each model.
Parental perceptions of safety and civic participation were run as separate models.
Competence. Immigrant family status did not significantly account for competence in the
first block of the perception of safety models. However, in the second block, other sociocultural
variables significantly accounted for competence after controlling for immigrant family status, R2
= .014, F(4, 878) = 3.64, p < .01. In this block, children in immigrant families were marginally
more likely to have higher competence, relative to non-immigrant families (𝜷 = .11, p < .1).
Higher competence was also associated with children who experienced more ethnic-racial
socialization (𝜷 = .06, p < .01). In contrast, those attending school in the Central City were
marginally more likely to have lower competence (𝜷 = -.08, p < .1). Living in the South was not
associated with competence. Controlling for sociocultural variables in the final block, a
significant portion of the variance was accounted for by parental perception of safety group
membership R2 = .001, F(5, 877) = 2.97, p < .05. Higher competence continued to be associated
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with children in immigrant families and greater ethnic-racial socialization; whereas, living in the
Central City continued to be associated with lower competence. Children with parents in the
low-stable safety group were marginally more likely to have lower competence than those in the
high-increasing safety group (𝜷 = -.02, p < .1; see Table 4).
In the first block of the civic participation models, sociocultural variables significantly
accounted for competence; immigrant family status was not included in this model, R2 = .011,
F(3, 886) = 3.28, p < .05. Higher competence was associated with children who experienced
more ethnic-racial socialization (𝛼 = .06, p < .01). Neighborhood risk and school ethnic/racial
composition were not associated with competence. Although civic participation group
membership accounted for a significant portion of variance in the final block, R2 = .003, F(6,
883) = 2.15, p < .05, none of the civic participation groups were significantly associated with
competence. Greater ethnic-racial socialization continued to be associated with higher
competence (see Table 4).
Confidence. Sociocultural variables significantly accounted for confidence in the first
block of the perception of safety models; immigrant family status was not included, R2 = .011,
F(3, 1021) = 3.90, p < .01. Ethnic-racial socialization was positively associated with confidence
(𝜷 = .04, p < .01). Living in the South or Central City were not significantly associated with
confidence. In the final block, a significant portion of the variance was accounted for by parental
perception of safety group membership after controlling for sociocultural variables, R2 = .003,
F(4, 1020) = 3.61, p < .01. Greater confidence continued to be associated with ethnic-racial
socialization. Members in the low-stable safety group were marginally more likely to have lower
confidence than those in the high-increasing safety group (𝜷 = -.05, p < .1; see Table 4).

Table 4
Regression Analyses Predicting Competence and Confidence from Perceptions of Safety and Civic Participation Profiles
Competence in 8th Grade
Step: Immigrant
Step: Predictors
Step: Trajectory
B (SE)
B (SE)
B (SE)

Confidence in 8th Grade
Step: Immigrant
Step: Predictors
B (SE)
B (SE)

Step: Trajectory
B (SE)

Perception of Safety
Immigrant family

0.08 (0.06)

0.11 (0.06)†

0.11 (0.06)†

-

-

-

E-R socialization

-

0.06 (0.02)**

0.06 (0.02)**

-

0.04 (0.02)**

0.04 (0.02)*

South

-

0.03 (0.04)

0.03 (0.04)

-

-0.03 (0.03)

-0.03 (0.03)

Central City

-

-0.08 (0.04)†

-0.08 (0.04)†

-

0.04 (0.03)

0.05 (0.03)

Low-stable safety

-

-

-0.02 (0.04)†

-

-

-0.05 (0.03)†

.002
F(1, 881) = 1.84,
ns

.014**
F(4, 878) = 3.64,
p ≤ .01

.001
F(5, 877) = 2.97,
p ≤ .05

-

.011**
F(3, 1021) = 3.90,
p ≤ .01

.003†
F(4, 1020) = 3.61,
p ≤ .01

Immigrant family

-

-

-

0.07 (0.05)

0.07 (0.04)

0.07 (0.04)†

E-R socialization

-

0.06 (0.02)**

0.06 (0.02)**

-

0.04 (0.04)**

0.03 (0.02)†

Neighborhood risk

-

-0.08 (0.07)

-0.06 (0.07)

-

-0.03 (0.05)

0.01 (0.05)

-

0.01 (0.02)

0.01 (0.02)

-

0.02 (0.02)

0.03 (0.02)*

-

-

0.10 (0.07)

-

-

0.21 (0.05)***

-

-

0.08 (0.05)

-

-

0.10 (0.04)**

-

-

0.07 (0.13)

-

-

0.25 (0.10)*

-

.011*
F(3, 886) = 3.28,
p ≤ .05

.003
F(6, 883) = 2.15,
p ≤ .05

.003
F(1, 977) = 2.51,
ns

.009*
F(4, 974) = 2.90,
p ≤ .05

.021***
F(7, 971) = 4.63,
p ≤ .001

∆R2

Civic Participation

School ethnic/racial
composition
Upper-middle-increasing
participation
Lower-middle-increasing
participation
High-decreasing
participation
∆R2
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Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Inclusion of
Immigrant Family variable was determined by its contribution to overall model fit and explanatory power.
†p ≤ .10. *p≤.05. **p ≤ .01. ***p ≤ .001.
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For the civic participation models, being from an immigrant family status was included in
the first block, but did not significantly account for confidence, R2 = .003, F(1, 977) = 2.51, ns.
In the second block after controlling for immigrant family status, sociocultural variables
accounted for a significant portion of the variance in confidence R2 = .009, F(4, 974) = 2.90, p <
.05. Children who had experienced more ethnic-racial socialization, reported higher confidence
(𝛼 = .04, p < .01), but confidence was not associated with neighborhood risk or school
ethnic/racial composition in this block. In the final block, civic participation group membership
accounted for a significant portion of variance, R2 = .021, F(7, 971) = 4.63, p < .001. Relative to
the low-increasing civic participation group, greater confidence was associated with those in the
upper-middle-increasing (𝛼 = .21, p < .001), lower-middle-increasing (𝛼 = .10, p < .01), and
high-decreasing (𝛼 = .25, p < .05) civic participation groups. In addition, school ethnic/racial
composition was significantly associated with greater confidence (𝛼 = .03, p < .05). This
suggests that after controlling for civic participation, school contexts that were more segregated
in the form of higher concentrations of students of color were associated with greater confidence.
Higher ethnic-racial socialization (𝛼 = .03, p < .10) and being in an immigrant family (𝛼 = .07, p
< .01), were marginally associated with greater confidence in the final block (see Table 4).
School connection. Immigrant family status significantly accounted for school
connection in the first block of the perception of safety models R2 = .004, F(1, 1005) = 4.13, p <
.05. Those in immigrant families were more likely to have greater school connection, relative to
those from non-immigrant families (β = .15, p < .05). After controlling for immigrant family
status in the second block, no new sociocultural variables significantly accounted for school
connection R2 = .002, F(4, 1002) = 1.44, ns. Being from an immigrant family continued to be
associated with greater school connection (β = .15, p < .05). In the final block, a significant
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portion of the variance was accounted for by parental perception of safety group membership,
after controlling for sociocultural variables, R2 = .008, F(5, 1001) = 2.78, p < .05. Those in the
low-stable safety group had lower school connection relative to those in the high-increasing
safety group (β = -.14, p < .01). Greater school connection continued to be associated with
children from immigrant families (β = .15, p < .05; see Table 5).
Immigrant family status was included in the first block of the civic participation models,
and accounted for a significant portion of the variance in school connection R2 = .004, F(1, 989)
= 4.08, p < .05. Specifically, those from immigrant families were associated with greater school
connection relative to those from non-immigrant families (β = .15, p < .05). Controlling for
immigrant family status in the second block, sociocultural variables significantly accounted for a
portion of the variance R2 = .007, F(4, 986) = 2.69, p < .05. Higher neighborhood risk was
associated with lower school connection (𝛼 = -.22, p < .05); ethnic-racial socialization and
school ethnic/racial composition were not associated with school connection. Being from an
immigrant family continued to be associated with higher school connection (𝛼 = .15, p < .05).
Civic participation group membership significantly accounted for a portion of the variance in the
final block, R2 = .007, F(7, 983) = 2.57, p < .05. In comparison to the low-increasing civic
participation group, higher school connection was significantly associated with those in the
upper-middle-increasing group (𝛼 = .19, p < .05), and marginally associated with those in the
high-decreasing group (𝛼 = .17, p < .10). Being from an immigrant family remained associated
with higher school connection (𝛼 = .15, p < .05), while living in a neighborhood with higher risk
continued to be associated with lower school connection (𝛼 = -.19, p < .05; see Table 5).

Table 5
Regression Analyses Predicting Connection to School and to Peers from Perceptions of Safety and Civic Participation Profiles
School Connection in 8th Grade
Step: Immigrant
Step: Predictors
Step: Trajectory
β (SE)
β (SE)
β (SE)

Peer Connection in 8th Grade
Step: Immigrant
Step: Predictors
Step: Trajectory
β (SE)
β (SE)
β (SE)

Perception of Safety
Immigrant family

0.15 (0.07)*

0.15 (0.08)*

0.15 (0.08)*

-0.27 (0.08)**

-0.25 (0.08)**

-0.25 (0.08)**

E-R socialization

-

0.02 (0.03)

0.01 (0.03)

-

-0.01 (0.03)

-0.01 (0.03)

South
Central City

-

-.0.03 (0.05)
-0.06 (0.05)

-.04 (0.05)
-0.04 (0.05)

-

0.03 (0.06)
-0.08 (0.06)

0.02 (0.06)
-0.06 (0.06)

.004*
F(1,1005) = 4.13,
p ≤ .05

.002
F(4, 1002) = 1.44,
ns

-0.14 (0.05)**
.008**
F(5, 1001) = 2.78,
p ≤ .05

.011**
F(1, 998) = 11.07,
p ≤ .01

.002
F(4, 995) = 3.37,
p ≤ .01

-0.11 (0.06)*
.004*
F(5, 994) = 3.46,
p ≤ .01

0.15 (0.08)*
-

0.15 (0.08)*
0.02 (0.03)

0.15 (0.08)*
0.01 (0.03)

-0.26 (0.08)**
-

-0.26 (0.08)**
-0.01 (0.03)

-0.26 (0.08)**
-0.01 (0.03)

-

-0.22 (0.09)*
-0.01 (0.03)

-0.19 (0.09)*
0.01 (0.03)

-

-0.06 (0.10)
-0.02 (0.03)

-0.07 (0.10)
-0.02 (0.03)

-

-

0.19 (0.08)*

-

-

-0.11 (0.09)

-

-

0.07 (0.06)

-

-

0.04 (0.07)

-

-

0.31 (0.17)†

-

-

0.06 (0.19)

.004*
F(1, 989) = 4.08,
p ≤ .05

.007*
F(4, 986) = 2.69, p
≤ .05

.007*
F(7, 983) = 2.57, p
≤ .01

.010**
F(1, 983) = 9.74, p
≤ .01

.001
F(4, 980) = 2.67,
p ≤ .05

.004
F(7, 977) = 2.07,
p ≤ .05

Low-stable safety
∆R2

Civic Participation
Immigrant family
E-R socialization
Neighborhood risk
School ethnic/racial
composition
Upper-middle-increasing
participation
Lower-middle-increasing
participation
High-decreasing
participation
∆R2

Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Inclusion of
Immigrant Family variable was determined by its contribution to overall model fit and explanatory power.
†p ≤ .10. *p≤.05. **p ≤ .01. ***p ≤ .001.
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Peer connection. In the first block of the perception of safety models, peer connection
was significantly accounted for by immigrant family status R2 = .011, F(1, 998) = 11.07, p < .01.
In contrast to other outcomes, immigrant family status was negatively associated with the
outcome of peer connection (β = -.27, p < .01). That is, being from an immigrant family was
associated with lower peer connection, relative to those from non-immigrant families. In the
second block, the addition of sociocultural variables accounted for a portion of the variance in
peer connection, R2 = .002, F(4, 995) = 3.37, p < .01, however none of the added variables were
significantly associated with school connection. Immigrant family status remained negatively
associated with peer connection in the second block (β = -.25, p < .01). The addition of parental
perception of safety group membership in the final block accounted for a portion of the variance
in peer connection, while controlling for sociocultural variables, R2 = .004, F(5, 994) = 3.46, p <
.01. Peer connection remained negatively associated with those from immigrant families (β = .25, p < .01), and was also negatively associated with those in the low-stable safety group (β = .11, p < .05) relative to the high safety group (see Table 5).
The first block of the civic participation models included immigrant family status, which
significantly accounted for a portion of the variance in peer connection, R2 = .010, F(1, 983) =
9.74, p < .01. Specifically, being from an immigrant family was negatively associated with peer
connection (𝛼 = -.26, p < .01). Although the addition of sociocultural variables in the second
block did significantly account for a portion of the variance in peer connection R2 = .001, F(4,
980) = 2.67, p < .05, none of the added variables were associated with peer connection. Peer
connection remained negatively associated with being from an immigrant family (𝛼 = -.26, p <
.01). Similarly in the final block, the addition of civic participation group membership
significantly accounted for a portion of the variance in peer connection R2 = .004, F(7, 977) =
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2.07, p < .05, however none of the group memberships were associated with peer connection. In
the final block, being from an immigrant family continued to be associated with lower peer
connection (𝛼 = -.26, p < .01; see Table 5).
Caring. Immigrant family status was not included in either of the caring models. In the
first block of the perception of safety models, sociocultural variables marginally accounted for
caring, R2 = .008, F(3, 898) = 2.35, p < .10. Ethnic-racial socialization was positively associated
with caring (𝜷 = .03, p < .05), suggesting that those who experienced more ethnic-racial
socialization were more caring. Living in the South or Central City were not associated with
caring. In the final block, parental perception of safety group membership significantly
accounted for a portion of the variance in caring after controlling for sociocultural variables, R2 =
.010, F(4, 897) = 4.04, p < .01. Ethnic-racial socialization remained positively associated with
caring (𝜷 = .02, p < .05). And living in the Central City became marginally associated with
caring (𝜷 = .04, p < .10), wherein those living in the Central City as compared to a suburban or
rural area were marginally more likely to be more caring. Lastly, being in the low-stable safety
group as compared to the high-increasing safety group was negatively associated with caring (𝜷
= -.07, p < .01; see Table 6).
Sociocultural variables significantly accounted for caring in the first block of the civic
participation models, R2 = .014, F(3, 880) = 4.15, p < .01. Greater ethnic-racial socialization was
marginally associated with being more caring (𝛼 = .02, p < .10). Whereas school contexts with
higher concentrations of students of color were associated with lower caring (𝛼 = -.03, p < .05).
Neighborhood risk was not associated with caring. Controlling for sociocultural variables in the
final block, civic participation group membership accounted for a significant portion of variance
in caring, R2 = .009, F(6, 877) = 3.49, p < .05. Ethnic-racial socialization was no longer
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associated with caring, however school contexts with higher concentrations of students of color
remained negatively associated with caring (𝛼 = -.02, p < .05). Being more caring was
significantly associated with membership in the upper-middle-increasing (𝛼 = .10, p < .01) and
lower-middle-increasing (𝛼 = .06, p < .05) civic participation groups relative to the lowincreasing civic participation group (see Table 6).
Character. Character was not significantly accounted for by immigrant family status in
the first block of the perception of safety models, R2 = .002, F(1, 874) = 1.58, ns. The addition of
sociocultural variables in the second block accounted for a portion of the variance in character,
R2 = .009, F(4, 871) = 2.37, p < .05. Ethnic-racial socialization was associated with higher
character (β = .05, p < .05), while living in the Central City was marginally associated with
higher character (β = .07, p < .10). Living in the South was not associated with character.
Controlling for sociocultural variables in the final block, parental perception of safety group
membership significantly accounted for a portion of the variance in character, R2 = .011, F(5,
870) = 3.83, p < .01. Higher character remained positively associated with ethnic-racial
socialization (β = .04, p < .05) and living in the Central City (β = .09, p < .05). Being part of the
low-stable safety group was negatively associated with character in comparison to the highincreasing safety group (β = -.12, p < .01; see Table 6).

Table 6
Regression Analyses Predicting Caring and Character from Perceptions of Safety and Civic Participation Profiles
Caring in 8th Grade

Character in 8th Grade

Step: Predictors
β (SE)

Step: Trajectory
β (SE)

Step: Immigrant
β (SE)

Step: Predictors
β (SE)

Step: Trajectory
β (SE)

Immigrant family

-

-

0.07 (0.06)

0.06 (0.06)

0.06 (0.06)

E-R socialization

0.03 (0.01)*

0.02 (0.01)*

-

0.05 (0.02)*

0.04 (0.02)*

South

0.03 (0.02)

0.02 (0.02)

-

0.02 (0.04)

0.02 (0.04)

Central City

0.03 (0.02)

0.04 (0.02)†

-

0.07 (0.04)†

0.09 (0.04)*

.008†
F(3, 898) = 2.35,
p ≤ .10

-0.07 (0.02)**
.010**
F(4, 897) = 4.04,
p ≤ .01

.002
F(1, 874) = 1.58,
ns

.009*
F(4, 871) = 2.37,
p ≤ .05

-0.12 (0.04)**
.011*
F(5, 870) = 3.83,
p ≤ .01

Immigrant family

-

-

0.06 (0.06)

0.06 (0.06)

0.06 (0.06)

E-R socialization

0.02 (0.01)†

0.02 (0.01)

-

0.04 (0.02)

0.04 (0.02)†

Neighborhood risk

-0.05 (0.04)

-0.02 (0.04)

-

-0.03 (0.07)

-0.01 (0.07)

School ethnic/racial composition

-0.03 (0.01)*

-0.02 (0.01)*

-

-0.05 (0.02)*

-0.04 (0.02)*

Upper-middle-increasing participation

-

0.10 (0.04)**

-

-

0.13 (0.06)*

Lower-middle-increasing participation

-

0.06 (0.03)*

-

-

0.03 (0.05)

.014**
F(3, 880) = 4.15,
p ≤ .01

0.12 (0.08)
.009*
F(6, 877) = 3.49,
p ≤ .01

-

.012*
F(4, 854) = 2.93,
p ≤ .05

0.01 (0.13)
.005
F(7, 851) = 2.36,
p ≤ .05

Perception of Safety

Low-stable safety
∆R2

Civic Participation

High-decreasing participation
∆R2

.001
F(1, 857) = 1.13,
ns
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Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Inclusion of
Immigrant Family variable was determined by its contribution to overall model fit and explanatory power.
†p ≤ .10. *p≤.05. **p ≤ .01. ***p ≤ .001.
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Immigrant family status did not significantly account for variance in character in the first
block of the civic participation models, R2 = .001, F(1, 857) = 1.13, ns. In the second block,
sociocultural variables did account for a portion of the variance in character, R2 = .012, F(4, 854)
= 2.93, p < .05. School contexts that were more segregated (i.e., higher concentrations of
students of color) were negatively associated with character (𝛼 = -.05, p < .05). The addition of
civic participation group membership in the final block significantly accounted for a portion of
the variance in character, while controlling for sociocultural variables, R2 = .005, F(7, 851) =
2.36, p < .05. In the final block, ethnic-racial socialization became marginally associated with
greater character (𝛼 = .04, p < .10), and more segregated school contexts remained negatively
associated with character (𝛼 = -.04, p < .05). Membership in the upper-middle increasing group
was associated with greater character when compared to the low-increasing civic participation
group (𝛼 = .13, p < .05; see Table 6).
Summary of Results
Socialization trajectories. Of the two trajectory groups that were identified for parental
perceptions of safety (i.e., low-stable and high-increasing curved safety) (see Figure 2), three
sociocultural correlates from the kindergarten year distinguished between these two identified
patterns spanning Kindergarten to eighth grade. Specifically, parents who more frequently
engaged in ethnic-racial socialization practices were more likely to be part of the high-increasing
curved safety group relative to the low-stable safety group, as well as families who lived in the
South. In contrast, families living in the Central City were more likely to be part of the lowstable safety group (see Table 3).
Four groups were identified for parental opportunity for civic participation (see Figure 3).
The three groups with the relatively greatest civic opportunity over time were the high-
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decreasing, upper-middle-increasing, and lower-middle-increasing, whereas the group with
lowest relative opportunity over time was the low-increasing group. Families who had engaged
in ethnic-racial socialization practices more frequently were more likely to be in the three groups
with greater civic opportunity, relative to the lowest opportunity group. In contrast, families
living in neighborhoods with greater risk and whose children attended schools that were more
segregated in the form of higher concentrations of ethnic/racial minority students, were more
likely to be in the lowest opportunity group relative to the higher opportunity groups (see Table
3).
Predictors of civic development. Regression models were run to examine how the
socialization trajectory groups and sociocultural variables, which distinguished between
membership in those groups, related to six indicators of civic development: competence,
confidence, connection to school, connection to peers, caring, and character. For each of these
models, immigrant family status was explored for inclusion as an additional sociocultural
variable that may also be associated with the indicators of civic development. Separate models
were run for the perception of safety and opportunity for civic participation group profiles. To
synthesize these results, a brief summary of the significant effects in the final blocks of each of
the perception of safety and the opportunity for civic participation models is provided.
Among the perception of safety models, being part of the low-safety group was
negatively associated with connection to school, connection to peers, caring, and character. In
contrast, ethnic-racial socialization was positively associated with competence, confidence,
caring and character. Lastly, living in the Central City was positively associated with character.
Relative to the lowest opportunity for civic participation group, being part of the higher
opportunity groups was positively associated with confidence, connection to school, caring, and
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character. In contrast to the perception of safety models, ethnic-racial socialization was
positively associated only with competence. In regard to the two additional sociocultural
correlates that distinguished between membership in the opportunity for civic participation
groups, neighborhood risk was negatively associated with connection to school, while more
segregated school ethnic/racial composition was negatively associated with character.
When considering the role of immigrant family, the direction and relative strength of
effects remained consistent across the models examining connection to school and connection to
peers. Specifically, being from an immigrant family was positively associated with school
connection relative to being from a non-immigrant family in both the perception of safety and
opportunity for parental civic participation regression models. However, across both the
perception of safety and opportunity for civic participation models, peer connection was more
negatively associated with being from an immigrant family relative to being from a nonimmigrant family.
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CHAPTER 5: DISCUSSION

To date, little is known about how developmental experiences spanning early childhood
through adolescence prepare children and youth to engage with society (Astuto & Ruck, 2017),
and even less so for ethnically diverse Black children and youth (Jagers, Lozada, Rivas-Drake, &
Guillame, 2017). Building from work linking PYD to civic engagement (Flanagan et al., 2007;
Lerner et al., 2006; Wray-Lake et al., 2015), this study examined how socialization trajectories
from early childhood through adolescence in concert with variability in early childhood
experiences and contexts related to civic development in adolescence. Civic development was
measured by the PYD outcomes of competence, confidence, connection to school and peers,
caring, and character, which have positively accounted for civic engagement across ethnically
and racially diverse youth (Lerner et al., 2005; Wray-Lake et al., 2015).
Findings from the current study suggest that diversity in socialization experiences,
sociocultural background, and context result in differential outcomes of civic development.
Specifically, the person-centered analytical approach used in this study expands an intersectional
understanding of civic development by attending to within-group variability among ethnically
diverse Black children and youth. Furthermore, this approach allowed for an examination of how
features of the developmental ecology distinguished between specific types of socialization
experiences representing structural manifestations of inequality. This intersectional approach
builds on previous civic engagement work by affirming the importance of parental perceptions,
civic participation (White & Mistry, 2016), socialization practices (Evans et al., 2012), and
context (Flanagan & Faison, 2001; Kahne & Sporte, 2008). Moreover, this work highlights
ethnic diversity among Black families in civic development and suggests that being from a Black
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immigrant family is associated with differential civic outcomes relative to their non-immigrant
counterparts. By illuminating the manifestation of social identities in civic development, these
findings further demonstrate the value of employing an intersectional lens.
Socialization Trajectories and Civic Development
The measurement approach used to capture parental socialization trajectories provides
new insights into the civic impacts for lived experiences of inequality and opportunity among a
nationally representative sample of Black children and families in the U.S. Two distinct profiles
were identified for how parents view inequality (as measured by how safe parents deemed their
neighborhood for their child’s outdoor play), over the course of their child’s development from
early childhood through adolescence (see Figure 2). Although the high-increased curved safety
group and low-stable safety group differed in their overall shape, the relative position of their
starting and ending points shared a noteworthy characteristic: both groups’ observed perception
of safety in the 8th grade year were higher than the Kindergarten year. This partially supports
work that suggests parents’ views of safety for their child shift as their children mature (Gutman
& Eccles, 2007; Smetana et al., 2004), however the shape of each trajectory adds nuance to
existing research. Most children’s parents had low but stable perceptions of safety (57%), while
the remaining (high-increasing curved) parents’ view of safety was higher overall, increased
from Kindergarten to 3rd grade, but then decreased from 3rd to 8th grade, with Kindergarten
remaining the lowest safety perception point. Children from this high-increased curved safety
group, relative to the low-stable safety group consistently demonstrated more positive
associations across all six outcomes of civic development, i.e. competence, confidence,
connection to school and peers, caring, and character. Here it is important to note, that although
the model estimated growth trajectory for the low-stable safety group was constant (i.e., flat), the
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observed growth trajectory for this group reflected mean safety scores that increased at every
time point from Kindergarten to 8th grade. Although the low-stable parents perceived greater
inequality in the form of lower safety over time, the neighborhood was viewed more safely as
their children aged. In contrast, as children in the high-increased curved safety group moved
from late childhood into early adolescence safety perception decreased, suggesting that different
concerns may have emerged in how they perceived their child’s safety. Arguably, this shift may
reflect the unique safety concerns facing Black families as their children enter adolescence.
Research suggests that Black children are disproportionately viewed as less innocent,
more culpable for their actions, and older than other children their age (Goff, Jackson, Di Leone,
Culotta, & DiTomaaso, 2014). Goff and colleagues (2014) argue that such misperceptions result
in a lack of protections for Black children that place them at disproportionately higher risk of
violent outcomes especially in events like police encounters. For example, while playing in his
neighborhood park, 12-year-old Tamir Rice was shot and killed by a police officer, due in part to
the officer’s misperception of this Black child as an adult (Dewan & Oppel, 2015). Thus, beyond
the known civic benefits of growing up in safer environments (Ginwright, 2007; Ginwright &
Cammarota, 2007), an additional possibility is that Black parents who are attuned to the
increased risks facing their children as they enter adolescence, may have engaged in protective
parenting strategies associated with positive youth outcomes such as ethnic-racial socialization.
This possibility was explored when sociocultural variables were examined as possible
predictors of membership in the high-increasing curved versus low-stable safety groups (see
Table 3). Indeed, those who more frequently used ethnic-racial socialization practices (as
measured by cultural socialization; see Hughes et al., 2006) were more likely to be part of the
high-increasing curved safety group than the low-stable group. Locale also distinguished
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between groups, with those who lived in the South being more likely to be in the higher-safety
curved group, whereas those who lived in the Central City were less likely to be in this group.
For youth of color, urban contexts have been associated with unsafe conditions, e.g. violence,
police brutality (Ginwright & James, 2002), thus it is unsurprising that living in the Central City
decreased the likelihood of membership in the high-safety group. At the level of national region,
the South has a history of unsafe conditions for its Black residents (Anderson, 2016). However,
its being home to the largest concentration of the U.S. Black population (U.S. Census Bureau,
2011), may offset this history via established community networks (Button, 2014). Such
networks can translate to perceptions of greater neighborhood safety (Galster & Santiago, 2006).
Overall, these distinctions by locale imply that perceptions of safety are bound by context at both
proximal and distal levels of one’s ecology (Bronfenbrenner & Morris, 2006).
Context is equally important for understanding how children’s civic development is
shaped by the assets or barriers involved their parents’ opportunities for civic participation. Four
profiles were identified for parental civic participation as measured by overall opportunity by
accounting for rates of involvement relative to barriers. The three groups with the lowest starting
points in Kindergarten all demonstrated linear, increasing trajectories that indicated increased
opportunity for participation over time (see Figure 3). In contrast, the fourth group (highdecreasing), started at the highest point of any group but had a quadratic, decreasing trajectory
indicating an accelerated drop in civic participation between 3rd and 8th grade, relative to the less
steep decline between Kindergarten and 3rd grade. This group represented a small portion of the
sample (2%), with the overwhelming majority of children in one of the three family groups who
experienced increased opportunity for civic participation between early childhood and
adolescence. Of the four profiles identified for parental civic participation, about a third of

76
children were from the lowest opportunity group (i.e., low-increasing, see Figure 3). The three
increasing trajectories deviated somewhat from existing research that suggests that parental
involvement decreases as children get older (Crosnoe, 2001; Hill & Taylor, 2004). Perhaps by
accounting for participation relative to potential barriers (e.g., problems with transportation or
child care), the overall opportunity score may have provided a more accurate estimation of
parents’ lived experiences.
Relative to the three higher opportunity groups (including the high-decreasing group), the
lowest group demonstrated lower rates of confidence, connection to school, caring, and
character. This suggests that children whose parents had greater opportunity for involvement
over time demonstrated more positive outcomes in adolescence. Although the high-decreasing
group was the only group whose opportunity for civic participation decreased over time, their
rate of opportunity remained relatively high over time. This implies that the shape of the
trajectory may matter less than the overall opportunity for civic participation. Three sociocultural
variables distinguished between membership in the three higher civic participation groups
relative to the lowest group which lends support to this interpretation: ethnic-racial socialization,
family neighborhood risk, and school ethnic/racial composition.
Families who engaged in higher rates of ethnic-racial socialization practices were more
likely to be part of the high-decreasing, upper-middle-increasing, and lower-middle-increasing
civic participation groups than the low-increasing group (see Table 3). Because membership in
the three higher groups was consistently associated with more positive adolescent outcomes than
the lowest group, this extends work that has positively linked both ethnic-racial socialization (see
Evans et al., 2012) and parent civic participation (White & Mistry, 2016) to children’s civic
development. This suggests that among ethnically diverse Black families, parents who have more
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opportunity for civic participation are also more likely to have engaged in civically linked
socialization practices.
Two features of the environmental context also distinguished between membership in the
civic participation groups, i.e. family neighborhood and child’s school. Specifically, those living
in higher risk neighborhoods were more likely to be part of the low-increasing civic participation
group than any of the three higher groups. This aligns with work that has identified
neighborhood risks such as crime or vacant homes to have a suppressing effect on civic
participation (Jones & Shen, 2014). In addition, parents whose children attended schools with
higher concentrations of students of color were less likely to be members of the two highest civic
participation groups (high-decreasing and upper-middle-increasing) relative to the lowest group
(low-decreasing). Schools that have higher concentrations of ethnic/racial minority students
typically have high concentrations of student poverty (Jones & Shen, 2014; Levinson, 2010;
Frankenberg et al., 2003), and have been negatively linked to student civic engagement
(Levinson, 2010). The decreased likelihood that parents whose children attend more segregated
schools are part of the two highest civic participation groups suggests that the civically
suppressing effect of more segregated schools may impact parents as well as children.
Sociocultural Predictors of Civic Development
As expected, ethnic-racial socialization practices in the form of cultural socialization in
early childhood had a positive impact on four of the youth outcomes—competence, confidence,
caring, and character (Evans et al., 2012; Hughes, Witherspoon, Rivas-Drake, & West-Bey,
2009). These particular findings indicate that ethnic-racial socialization practices have lasting
impacts on development. In addition, these findings align with work that has theorized ethnicracial socialization as a pathway to civic engagement by promoting positive youth development
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outcomes among Black children (Evans et al., 2012). “Culture-neutral” models of PYD have
been critiqued for insufficient attention to variability in children’s sociocultural experiences
thereby limiting our understanding of normative development in ethnically diverse Black
children and youth (Evans, et al., 2012, p. 254). The current study addressed these issues by
adding complexity to our understanding of the unique contribution ethnic-racial socialization
practices have on youth well-being.
Notably, findings also extend intersectionality by suggesting the importance of social
identities in forming civic development. This is apparent in that the experiences of children in
Black immigrant and Black American families lead to varied indicators of civic development.
Children in immigrant families demonstrated higher connection to their schools, whereas
children in non-immigrant families demonstrated higher connection their peers. School
connection is especially beneficial for civic engagement because schools are uniquely formative
institutions of civic socialization (Carnegie Corporation & CIRCLE, 2003, p. 12). Moreover,
feeling connected and supported in one’s school has been identified as an ecological asset that
promotes civic engagement in youth (Wray-Lake et al., 2015), regardless of youth’s ethnic
background (Flanagan et al., 2007; Wray-Lake et al., 2015). Research with high school and
college age populations have consistently found stronger school connection among Black youth
from immigrant families (i.e., second generation) (Mwangi & English, 2017), however the
current study suggests that the disparity in school connection begins by early adolescence.
Some have interpreted this disparity as a reflection of how immigrant parents socialize
their children to approach schooling. Specifically, that immigrant parents view education as a
primary pathway for success and opportunity, not only for the child but for the family as well,
thereby promoting academic engagement (De Feyter & Winsler, 2009; Roubeni, De Haene,
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Keatley, Shah, & Rasmussen, 2015). Here children’s success is a means of accessing social
capital that is especially important for immigrant families because it facilitates access to a
valuable social institution (Roubeni et al., 2015). In contrast to immigrant families, the overall
success of non-immigrant families is less directly dependent on how well children connect to
their school in that native-born parents can more readily access this social institution directly
rather than through their children (De Feyter & Winsler, 2009). However, some have cautioned
against interpretations that overemphasize the role of family, without also addressing the
apparent inability of educational policies or practices to foster connection to school among all
students, regardless of their sociocultural background (Mwangi & English, 2017; Suárez-Orozco,
2001; Suárez-Orozco & Suárez-Orozco, 2002). The current study’s findings suggest that one key
pathway for more fully promoting the engagement of all Black youth, is to bolster schools’
ability to effectively meet the unique needs of ethnically diverse Black students by identifying
and implementing more culturally responsive educational practices (Rong & Brown, 2001,
2002). Given the importance of school connection in promoting civic engagement (Lerner et al.,
2006), such an investment is in the interest of those committed to a democratic society that
equitably promotes the engagement of all citizens.
In contrast to school connection, peer connection was negatively associated with children
from immigrant families. Connection to peers has been found to promote civic engagement
among ethnically and racially diverse youth (Flanagan & Faison, 2001; Zaff et al., 2008). It is
considered an important element of connection within PYD because it facilitates engagement
with society though connection to others (Lerner et al., 2006; Wray-Lake et al., 2015). Because
Black children and youth are likely to experience racial discrimination regardless of their ethnic
background (Coutinho & Koinis-Mitchell, 2014; Niwa et al., 2014), peer connection represents
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an especially important element of social support that can buffer the negative effects that such
adverse experiences have on their well-being (Brody et al., 2006). However, research suggests
that often Black immigrant parents view peer affiliation, especially with American peers, as a
threat to the values they wish to impart to their children, thereby leading them to closely monitor
or limit peer interactions (Doucet, 2011; Rong & Fitchett, 2008; Roubeni et al., 2015). Some
research suggests that Black immigrant youth demonstrate poorer mental health outcomes in the
face of discrimination than their American counterparts, which has been interpreted as a
reflection of parents’ ethnic-racial socialization messages (Seaton et al., 2008). Given the role of
peer connection in buffering discriminatory experiences and Black immigrant parents’
skepticism towards peer connections, it is possible that how immigrant parents structure their
children’s peer network may also contribute to such disparities in well-being. Further research is
needed to better disentangle how these processes intersect with civic development among
ethnically diverse Black families.
Expectations regarding the relationships between early childhood contexts and adolescent
civic development outcomes were somewhat supported. Although, living in the South was not
associated with any civic development outcome, community urbanicity was positively related to
character and positively, but marginally related to caring. However, urbanicity demonstrated a
marginally negative relationship with competence. The mixed direction and strength of
associations suggest that urbanicity does appear to be a factor in civic development, but that
perhaps only once other developmental experiences are accounted for does its impact become
apparent. Due to the history of segregation in U.S. housing policy (Anderson, 2016), Black
families are disproportionately likely to live in low-income, under-resourced communities
regardless of individual family income, especially in urban contexts (Conley, 2010; Eligon &
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Gebeloff, 2016). Relatedly, urban contexts have been identified as problematic spaces that can
adversely impact opportunities for civic development (Ginwright & James, 2002). However, the
mixed findings in this study suggest that urban spaces may present both risks and opportunities
for civic development. For example, the denser social community structure afforded by urban
spaces may present unique opportunities for enriched social networks that are unavailable in
more spread out suburban and rural settings. Additional research is needed to determine the
conditions under which community urbanicity promotes or inhibits civic development.
In alignment with previous research, parent report of family neighborhood risk, (e.g.,
vacant homes, violence, drug usage) was negatively related to civic development (Flanagan &
Faison, 2001), specifically to the domain of school connection. The risks or opportunities
afforded by family neighborhoods often overlap with those in the school context (Levinson,
2010) and parents’ perceptions of the community are related to how children connect to their
school and neighborhood (Levinson, 2010; Zaff et al., 2008). Moreover, research suggests that
parents and children interpret the risks within their neighborhood and school settings similarly
(Sykes et al., 2017). Here, the negative association between family neighborhood risk and school
connection highlights the cascading effects that neighborhood risks pose to the well-being of
children and youth. Moreover, this expands our understanding of how structural manifestations
of inequality in developmental contexts can shape civic development, thereby emphasizing the
importance of social policies that can counter such inequities (Levinson, 2010).
Because student bodies that have high concentrations of ethnic-racial minority students
are also more likely to serve high concentrations of low-income students, such schools are often
chronically under-resourced and limited in terms of civic opportunity (Levinson, 2010). Thus, it
was expected that civic development outcomes would be negatively associated with more
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segregated schools, i.e. those which had higher concentration of ethnic-racial minority students.
This was somewhat supported in that more segregated school contexts were negatively
associated with caring and character, however, confidence was positively associated with schools
that had higher concentrations of ethnic-racial minority students. Although these associations
may seem at odds with one another, in fact these findings point to the complex experiences
children and youth of color face in their educational settings.
Supportive climates that demonstrate care and concern for the well-being of children and
youth are thought to promote socio-emotional qualities such as caring (sympathy and empathy
for others) and character (respect for social norms/integrity) (Lerner et al., 2005). Within the
U.S., educational resources are unequally dispersed and disproportionately fall along racial lines,
with average public-school spending on students of color being far less than that spent on White
students (Spatig-Amerikaner, 2012). This is compounded by the increasing rate of segregation
since the 1990s (see Orfield, Kucsera, Siegel-Hawley, 2012). Arguably, contexts that are
segregated by both ethnic-racial groups and socioeconomic background sends a negative
message to students of color regarding their value to society (Levinson, 2010). Adverse school
environments undermine student socio-emotional well-being (Geldhof, Bowers, & Lerner,
2013), which may in turn limit their desire to engage with a society that sanctions such disparate
treatment (Levinson, 2010).
Confidence reflects youth’s sense of self-efficacy and self-worth (Lerner et al., 2005) and
has also been tied to features of the school environment (Geldhof et al., 2013; Geldhof et al.,
2014). Diverse school contexts offer benefits in the form of more opportunity for cross-race
friendships (Aldana & Byrd, 2015). However, when Black students are in the minority,
specifically when they attend majority-White schools, they experience increased discrimination
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(Yip, Seaton, & Sellers, 2010), which can adversely impact their sense of self-worth (Travis &
Leech, 2014). Therefore, the confidence of ethnic-racial minority students, and Black students in
particular, can benefit from school contexts where they are not in the minority (Yip et al., 2010).
The current study’s finding regarding higher concentrations of ethnic-racial minority students
and confidence suggests the importance of educational policies and practices that can help school
contexts successfully promote student well-being across schools with varying ethnic-racial
compositions (Jagers et al., 2017).
Limitations and Future Directions
This study provided valuable insights regarding the normative development of ethnically
diverse Black children by exploring how longitudinal socialization processes combine with
sociocultural experiences and ecological settings in early childhood to influence adolescent civic
development. Use of the ECLS-K data set allowed for a novel examination of influences on civic
development spanning early childhood to adolescence, however this national data set was not
expressly designed to account for civic engagement. Although both theory and research have
connected PYD outcomes with civic engagement (Lerner et al., 2005; Levinson, 2010), ideally
future research would also incorporate other dimensions of civic engagement.
An examination of how traditional measures examining civic attitudes, beliefs, and
behaviors (Jagers et al., 2017) in combination with measures of critical consciousness (Watts &
Flanagan, 2007) and civic empowerment (Levinson, 2010) relate to PYD outcomes is needed to
better illuminate the civic development of marginalized children and youth. In addition, future
research should incorporate developmentally appropriate measures of these civic dimensions
with longitudinal or cross-sectional cohorts from early childhood to adolescence, while also
accounting for ecological settings. This would allow for stronger inferences regarding civic
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trajectories in concert with the features of their developmental ecology. In addition, greater
understanding of how marginalized children and youth interpret their experiences of inequality
while also accounting for variability in their environment will be especially useful in developing
a comprehensive framework of civic development. Here, qualitative work is needed to access
more elaborate interpretations of how context and culture interface with lived experiences of
inequality to shape civic development. Specifically, using the voices of children and youth would
better capture how their interpretations are filtered through the social identities they possess.
Given the known ways in which historically marginalized parents perceive and prepare their
children for experiences of inequality, it would be especially valuable for future work to
triangulate children’s perspectives with their parents. Ultimately, these types of qualitative
approaches represent useful strategies that can help build a more intersectional understanding of
civic development.
When considering quantitative approaches that can be used to expand an intersectional
understanding of civic development, findings from the current study suggest that future work
could further interrogate the conditions under which certain combinations of identities are
associated with specific outcomes of civic development. This approach would allow the
exploration of questions such as, “Does connection to school vary between Black children from
immigrant families attending schools that are highly segregated relative to those attending
schools that are less segregated?” Using this type of intersectional approach to build on
relationships found within the current study would extend our understanding of civic
development by identifying more explicit links between certain configurations of multiple social
identities with specific socialization experiences embedded within their developmental ecology.
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Relatedly, the ECLS-K data set only assessed ethnic-racial socialization practices in the
Kindergarten year and only used items that align with the dimension of cultural socialization.
This precluded an exploration of how the three other dimensions of preparation for bias,
promotion of mistrust, or egalitarianism (Hughes et al., 2006) related to civic development.
Given the sociopolitical significance of ethnic-racial socialization in Black families (Evans et al.,
2012; Watts & Flanagan, 2007), future work should use multi-dimensional measures of ethnicracial socialization from early childhood through adolescence.
Akin to this particular measurement issue, the perception of inequality socialization
trajectory was measured by a single ordinal variable regarding how safely parents perceived their
neighborhood safety. Arguably, a scale representing multiple items for this construct would have
provided greater within-item variability thereby strengthening the interpretation of this trajectory
because the range would be less restricted. However, other items related to this construct, such as
parent report of neighborhood risk factors, were not available for inclusion because these items
were measured only during the Kindergarten and third grade years. This disallowed exploration
of these items for growth trajectories spanning early childhood to adolescence.
To measure the socialization trajectory of parental opportunity for civic participation, a
sum score was created of items that captured both rates of parental participation (e.g.,
volunteering, fundraising) and barriers to participation (e.g., transportation problems, child care
issues). The goal of this approach was to capture gaps in civic empowerment by accounting for
rates of participation relative to barriers. Although it is valuable to consider gaps in civic
empowerment, future work would ideally utilize more holistic measures of civic participation
that reflect engagement in forms of resistance to inequality, such as protesting or community
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organizing (Levinson, 2010). In addition, other measurement approaches that capture rates of
participation and experiences of barriers both independently of and in relation to each other may
provide clearer interpretations for how these socialization experiences relate to children’s civic
development.
Lastly, the current study accounted for whether children were from immigrant families,
however generational status was not available for inclusion, and analysis by nation or region of
origin was not possible due to insufficient groups sizes. Increasingly, researchers are calling for a
more in-depth examination of how generational status and nationality play a role in the
development of ethnically diverse Black children and youth (Mwangi & English, 2017). A
growing body of work suggests that generational status is influential to civic engagement among
ethnic-racial minority youth from immigrant families (Wray-Lake et al., 2015). In addition, civic
orientations have been found to vary by national identity among Black adults in the U.S. (Greer,
2013; Smith, 2014). To better examine the role of ethnic diversity in the civic development of
Black children and youth, more nuanced measures of sociocultural background are needed.
Conclusion
This work suggests that a complex interplay exists within and between the sociocultural
features of children’s ecological settings in forming civic development among children from
ethnically diverse Black families. By using person-centered analysis this study helped
disentangle how socialization trajectories interface with features of different ecological systems
to facilitate civic development. This is of particular importance, because parenting is not a static
process. Not only do parental socialization processes shift in response to children’s evolving
capacities (Gutman & Eccles, 2007; Nomaguchi & House, 2013; Smetana, Campione-Barr, &
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Daddis, 2004), but rather these processes are also bound by the assets and barriers that are
present across the ecological settings in which parents are raising their children.
Moreover, the unique impact that racial inequality within the U.S. has on the
developmental ecologies in which Black families are raising their children (Ginwright, 2007),
makes this work especially informative for unpacking normative developmental experiences
among Black children. Within developmental research, comparisons between ethnic/racial
groups are commonplace (Neblett et al., 2016). This approach has been important because
developmental opportunities within the U.S. remain stratified by ethnic/racial groups, which
contributes to differential manifestations of inequality within children’s developmental
experiences (Ginwright, 2007). But because the racial hierarchy within the U.S. metes out the
fewest developmental opportunities to people of color, this particular approach can
unintentionally reproduce deficit-based knowledge about children of color’s development
(Kirshner & Ginwright, 2012; Neblett et al., 2016). This can occur because comparing children’s
developmental experiences by their ethnic/racial group flattens their experiences into a
unidimensional story (Mwangi & English, 2017).
In contrast, this study helped illuminate the normative developmental experiences of
ethnically diverse Black children and youth by using a person-centered analytical approach to
highlight sources of intra-group variability in development (Neblett et al., 2016). For example,
trajectories for parents’ view of neighborhood safety were relatively high, with both groups
perceiving their neighborhood as somewhat or very safe over time. However, even among these
relatively high levels, the findings suggested that greater safety does provide an added benefit for
civic development. This finding reinforces the importance of neighborhood context in promoting
or inhibiting civic development, and the importance of policies and practices that promote safe
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developmental contexts to nourish the positive development of Black children (Kirshner &
Ginwright, 2012). Similarly, the findings illuminate how the presence of barriers in parents’
opportunities for civic participation can adversely impact children’s civic development. Barriers
such as difficulty accessing child care or transportation problems are issues that effective social
policy can ameliorate (Mechanic, 2002). To promote the full participation of all members of
society, this work highlights the importance of addressing such disparities in social capital
(Flanagan, Cumsille, & Gill, 2007; Putnam, 1993; Wray-Lake et al., 2015).
Less clear, however, were the associations between school ethnic/racial composition and
living in the Central City with civic development. Here, schools with higher concentrations of
ethnic/racial minority students were found to have both positive and negative associations with
civic development. This suggests that attending schools which are more integrated did not
automatically translate to more positive outcomes for Black children. Educational research has
advocated for the importance of school climates that provide culturally responsive practices so as
to ensure that the needs of a diverse student body are met (Rong & Brown, 2001, 2002). These
findings suggest that the positive development of Black children may be especially sensitive to
the presence or absence of culturally responsive educational experiences. Similar to the mixed
findings regarding school ethnic/racial composition, living in the Central City was also positively
and negatively related to civic development outcomes. A defining feature of Central City
locations is the proximity to which people live to each other, with higher density of people living
per square mile relative to suburban or rural communities (Galster & Santiago, 2006). This type
of environmental setting may provide more opportunities for the developmental of social
connections, which are thought to be formative in promoting civic engagement (Wray-Lake et
al., 2015). By identifying such variability in normative developmental experiences among Black
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children, findings from this study can inform social policy that can more effectively promote the
well-being of Black children and youth. Moreover, the variability in civic development by
socialization experiences, sociocultural background, and contexts, lends strong support to the
arguments made by Levine (2010) and Flanagan and Watts (2007) that civic disparities must be
examined from a structural perspective. Additionally, this study’s use of an ecological approach,
while incorporating an intersectional lens, demonstrated the benefits of examining how
sociocultural variability and ecological assets influence civic development (Wray-Lake et al.,
2015). Ultimately, by accounting for structural manifestations of inequality this work helps
identify the civically formative spaces of development in the lives of historically marginalized
children and youth.
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APPENDIX A

Variables Used from ECLS-K (1998/99) Public Data Set

The Early Childhood Longitudinal Study (ECLS) Kindergarten Class of 1998-99 is a nationally
representative data set regarding children’s development across their home and school settings.
Data were collected during children’s kindergarten, first, third, fifth, and eighth grade years. The
pool of variables relevant to the aims is presented in Table A1, which includes a brief description
of the variable, the variable name, the type of variable, it’s range or scale, the data source, and
which year(s) the data were collected. The variables are grouped as follows by identification
variables, context-level data, parent data, and child data. Within each section, details regarding
construction of additional key variables that were not originally present in the ECLS data set are
represented by a row that is outlined with a bold, dashed line.

Table A1
Item Description

Brief Description

Name

Type

Range/Scale

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

ID Variables
Child CHILDID

Categorical

Alphanumeric

-

✓

✓

✓

✓

✓

Parent PARENTID

Categorical

Alphanumeric

-

✓

✓

✓

✓

✓

School S_ _ID

Categorical

Alphanumeric

-

✓

✓

✓

✓

✓

-

✓

✓

✓

✓

✓

-

✓

-

✓

✓

✓

✓

✓

-

✓

Contexts – Child’s School
National Region
School Census Region CREGION

Dummy Code of CREGION_
School Census Region South

1 = Northeast
2 = Midwest
3 = South
4 = West
0 = Not in the
Dichotomous,
South
2 Options
1= In the South
Categorical,
4 Options

Neighborhood Urbanicity
1 = Central City
2 = Urban Fringe
& Large Town
3 = Small Town &
Rural

Categorical,
3 Options

Dummy Code of S2URBAN_
School Location Type City

0 = Not Central
Dichotomous,
City
2 Options
1= Central City
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School Location Type KURBAN_R

Brief Description

Name

Type

Range/Scale

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

Student Body Demographics (i.e., poverty & racial composition)
Percent of Black
S_BLKPCT
Students at School

Ordinal,
5 Levels

Percent of Minority
S_ _MINOR
Students at School

Ordinal,
5 Levels

Mean Score of Percent
S2BLKMINOR
Black + Minority
PCT
Students at School

Mean Score,
1-5

1 = 0% –
5 = 25% or More
1 = Less than 10%
5 = 75% or More
1 – 5, higher score
indicates more
Black/Minority
students overall

School
Admin

✓

✓

✓

✓

✓

School
Admin

✓

✓

✓

✓

✓

School
Admin

✓

Parent

✓

✓

Parent

✓

✓

Parent

✓

✓

Parent

✓

✓

Parent

✓

✓

Parent

✓

Contexts – Family Neighborhood
Neighborhood Risk Features
Garbage, Litter On the
Street
Selling / Using Drugs
in Area
Burglary / Robbery in
The Area
Violent Crime in The
Area
Vacant Houses in The
Area

P_GARBAG
P_DRUG
P_BURGLR
P_VIOLEN
P_VACANT

Mean Score of
P2NEIGHBRISK
Neighborhood Risk

Likert,
3-point
Likert,
3-point
Likert,
3-point
Likert,
3-point
Likert,
3-point
Mean Score,
1–3

1 = Big Problem –
3 = No Problem
1 = Big Problem –
3 = No Problem
1 = Big Problem –
3 = No Problem
1 = Big Problem –
3 = No Problem
1 = Big Problem –
3 = No Problem
1 – 3, higher score
indicating risks
viewed as more of
a problem overall
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Brief Description

Name

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade
Grade Grade Grade Grade

Type

Range/Scale

Categorical,
Composite of
5 items

1 = First Quintile
2 = Second
Quintile
3 = Third Quintile
4 = Fourth
Quintile
5 = Fifth Quintile

Parent

✓

Race of Mother P1HMBLCK

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

Race of Father P1HDBLCK

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

Dichotomous, 0 = Yes
2 Options
1 = No

Parent

✓

Family Demographics
Family SES

Socioeconomic Status W_SESL

✓

✓

✓

✓

Ethnic/racial Identity

Dummy Code of
Whether Mother
P1FAM_BLCK
and/or Father
Identifies as Black
Country of Origin
Mother’s Country of
P_MOMCOB
Birth

Categorical,
26 1 Options

1 = U.S. –
261 = Zimbabwe

Parent

✓

✓

Father’s Country of
P_DADCOB
Birth

Categorical,
261 Options

1 = U.S. –
261 = Zimbabwe

Parent

✓

✓

Dummy Code of
Whether Mother Fam_Imm_
and/or Father Born Dummy
Outside U.S.

0 = Both Parents
Dichotomous, Born in U.S.
2 Options
1 = 1+ Parent(s)
Born Outside U.S.

Parent

✓
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Brief Description

Name

Type

Range/Scale

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

Parent Socialization
Parent Perception of Inequality
How Safe to Play
P_SAFEPL
Outside

Likert,
3-point

1 = Not Safe –
3 = Very Safe

Parent

✓

✓

✓

✓

✓

Parent

✓

✓

✓

✓

✓

Parent

✓

✓

✓

✓

✓

Civic Participation and Barriers to Participation
Categorical,
Binary
Categorical,
Binary

1 = Yes
2 = No
1 = Yes
2 = No

Problems with
P_PROBLM
Transportation

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

Inconvenient Meeting
P_MEETTM
Time

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

No Child Care P_NOCARE

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

Cannot Get Time Off
P_CANTGT
from Work

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

Safety Traveling P_SAFEGO

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

Categorical,
Binary

1 = Yes
2 = No

Parent

✓

✓

✓

✓

✓

Ordinal,
8 Levels

0 – 8, scaled so that
higher score
represents greater
opportunity for civic
participation overall

Parent

✓

✓

✓

✓

✓

Do Not Feel
P_NOTWEL
Welcomed by School
Sum Score of
Opportunity for Civic P_PARCIVOPP
Participation
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Have You Acted as a
P_VOLUNT
Volunteer
Participated in
P_FUNDRS
Fundraising

Data Collection Time Point by Grade
Brief Description

Name

Type

Range/Scale

Data
Source

K
Grade

1st
3rd
Grade Grade

5th
Grade

8th
Grade

Ethnic/ Racial Socialization Practices
Discuss Ethnic/Racial
P2RELIG
Heritage

Likert,
5-point

1 = Never –
5 = Several Times
a Week or More

Parent

✓

Participate in Cultural
P2CULTUR
Events

Likert,
5-point

1 = Never –
5 = Several Times
a Week or More

Parent

✓

Likert,
5-point

1 = Never –
5 = Several Times
a Week or More

Parent

✓

Mean Score,
1–5

1 – 5, higher score
indicates greater
frequency of
practices overall

Parent

✓

Categorical,
Binary

1 = Male
2 = Female

Parent

✓

Dichotomous, 0 = Male
2 Options
1 = Female

Parent

✓

Discuss Family
P2ETHNIC
Religion

Mean Score of
Ethnic/Racial P2ERSOCLZN
Socialization Practices
Child Demographics

Gender GENDER

Dummy Code for
C2FEMALE
Female
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Brief Description

Name

Type

Range/Scale

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

Child Civic Indicators
Competence (e.g., capability)

Child Good as Same
Age Children –
P_SAMEAG
Independent and Takes
Care of Self

Likert,
4-point

1 = Better than
Other Children
His/Her Age
2 = As Well as
Other Children
3 = Slightly Less
Well than Other
Children
4 = Much Less
Well than Other
Children

Parent

✓

✓

✓

✓

Confidence (e.g., self-worth and self-efficacy)
“I am able to do
things as well as most C7ABLE
other people.”

Likert,
4-point

“I feel good about
C7FLGOOD
myself.”

Likert,
4-point

“At times I think I am
C7NOGOOD
no good at all.”

Likert,
4-point

Child

✓

Child

✓

Child

✓
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1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Brief Description

Name

“I feel I do not have
C7NOPRD
much to be proud of.”

“I feel I am a person of
worth, the equal of C7WORTH
other people.”

“On the whole, I am
C7SATISF
satisfied with myself.”

“I certainly feel useless
C7USELES
at times.”

“Chance and luck are
very important for
C7CHANCE
what happens in my
life.”
“In my life, good luck
is more important than
C7LUCK
hard work for
success.”

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

Data
Source

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

Likert,
4-point

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓
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Range/Scale

Type

Brief Description

Name

Type

“I don’t have enough
control over the
C7NOCNTR
direction my life is
taking.”

Likert,
4-point

“My plans hardly ever
work out, so planning
C7NOPLAN
only makes me
unhappy.”

Likert,
4-point

“Every time I try to get
ahead, something or C7STOPS
somebody stops me.”

“When I make plans, I
am almost certain I can C7PLANS
make them work.”

Likert,
4-point

Likert,
4-point

Mean Score of
Mean Score,
C7CONFIDENCE
Confidence Items
1–4

Range/Scale
1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Data
Source

Data Collection Time Point by Grade
K
1st
3rd
5th
8th
Grade Grade Grade Grade Grade

Child

✓

Child

✓

Child

✓

1 = Strongly
Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree

Child

✓

1 – 4, items scaled
so that higher
score indicates
greater confidence

Child

✓

Child

✓

School Connection (e.g., positive bonds w/ school environment)
“Feel like you fit in at
C7FITIN
your school?”

Likert,
5-point
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1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always

Data Collection Time Point by Grade
Brief Description

Name

Type

“Feel close to
classmates at your C7CLOSCL
school?”

Likert,
5-point

“Feel close to teachers
C7CLOSTC
at your school?”

Likert,
5-point

“Enjoy being at your
C7ENJOY
school?”

Likert,
5-point

“Feel safe at your
CYSAFE
school?”

“My classmates think
it is important to be my C7CLSFR
friend.”

“My classmates like
C7CLSLIK
me the way I am.”

Likert,
5-point

Likert,
5-point

Likert,
5-point

Range/Scale
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always

Data
Source

K
Grade

1st
3rd
Grade Grade

5th
Grade

8th
Grade

Child

✓

Child

✓

Child

✓

Child

✓

Child

✓

Child

✓
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Data Collection Time Point by Grade
Brief Description

Name

Type

“My classmates care
C7CLSFEL
about my feelings.”

Likert,
5-point

“My classmates like
me as much as they C7CLSOTH
like others.”

Likert,
5-point

“My classmates really
C7CLSCAR
care about me.”

Likert,
5-point

Mean Score of School
C7SCHLCNNXN
Connection Items

Mean Score,
1–5

Range/Scale

1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 = Never
2 = Seldom
3 = Sometimes
4 = Often
5 = Always
1 – 5, items scaled
so that higher
score indicates
greater school
connection

Data
Source

K
Grade

1st
3rd
Grade Grade

5th
Grade

8th
Grade

Child

✓

Child

✓

Child

✓

Child

✓

Child

✓

Peer Connection (e.g., bonds w/ peers outside of school)

“Having friends over
C7FROVER
to your home?”

Likert,
4-point
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1 = Rarely or
Never
2 = Less than
Once a Week
3 = Once or Twice
a Week
4 = Every Day or
Almost Every Day

Data Collection Time Point by Grade
Brief Description

Name

“Hanging out at a
C7GOFRND
friend’s home?”

“Out with friends (not
C7FROUT
at someone’s home)?”

Mean Score of Peer
C7FRNDCNNXN
Connection Items

Range/Scale

Data
Source

Likert,
4-point

1 = Rarely or
Never
2 = Less than
Once a Week
3 = Once or Twice
a Week
4 = Every Day or
Almost Every Day

Child

✓

Likert,
4-point

1 = Rarely or
Never
2 = Less than
Once a Week
3 = Once or Twice
a Week
4 = Every Day or
Almost Every Day

Child

✓

Mean Score,
1–4

1 – 5, items scaled
so that higher
score indicates
greater peer
connection

Child

✓

Parent

✓

Type

K
Grade

1st
3rd
Grade Grade

5th
Grade

8th
Grade

Caring (e.g., sense of sympathy and empathy for others)
Likert,
3-point

1 = Not True
2 = Somewhat
True
3 = Certainly True

101

Child Considerate of
Other People’s P7CONSID
Feelings

Data Collection Time Point by Grade
Brief Description

Name

Type

Child Often Offers to
P7OFFERS
Help Others

Likert,
3-point

Child Helpful if
Someone is Hurt, P7HLPFUL
Upset, or Feeling Ill

Likert,
3-point

Child is Kind to
P7KINDCH
Younger Children

Likert,
3-point

Mean Score of Caring
P7CARING
Items

Mean Score,
1–3

Range/Scale
1 = Not True
2 = Somewhat
True
3 = Certainly True
1 = Not True
2 = Somewhat
True
3 = Certainly True
1 = Not True
2 = Somewhat
True
3 = Certainly True
1 – 3, higher score
indicates more
caring

Data
Source

K
Grade

1st
3rd
Grade Grade

5th
Grade

8th
Grade

Parent

✓

Parent

✓

Parent

✓

Parent

✓

Parent

✓

Character (e.g., integrity, respect for social mores)
Child Shares Readily
with Other Youth (e.g., P7SHARES
books, games, food)

Likert,
3-point

1 = Not True
2 = Somewhat
True
3 = Certainly True
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APPENDIX B

Regression Models Including Immigrant Family Status as a Covariate

Immigrant family status was explored for inclusion in the first block of each model; however,
this variable was retained in the final models based on its contribution to overall model fit and
explanatory power. Models for which immigrant family status were not retained in the final
models are shown here with immigrant family status included in the first block. Information
regarding model fit are provided in the note below each table. The perceptions of safety models
predicting to confidence (see Table B1) and caring (see Table B2), and the opportunity for civic
participation models predicting to competence (see Table B3) and caring (see Table B4) are
presented below.

Table B1
Regression Analyses Predicting Confidence from Perceptions of Safety Profiles Including Immigrant Family Status
Confidence in 8th Grade
Step: Immigrant
B (SE)

Step: Predictors
B (SE)

Step: Trajectory
B (SE)

Immigrant family

0.07 (0.04)

0.06 (0.05)

0.06 (0.05)

E-R socialization

-

0.04 (0.02)*

0.04 (0.02)*

South

-

-0.03 (0.03)

-0.03 (0.03)

Central City

-

0.04 (0.03)

0.04 (0.03)

Low-stable safety

-

-

-0.05 (0.03)

.003
F(1, 993) = 2.65,
ns

.010*
F(4, 990) = 3.14,
p ≤ .05

.002*
F(5, 989) = 2.97,
p ≤ .05

Perception of Safety

∆R2

Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Immigrant
family status did not significantly account for confidence in the first block of the perception of safety models, R2 = .003, F(1, 993) =
2.65, ns. However, in the second block, other sociocultural variables significantly accounted for confidence after controlling for
immigrant family status, R2 = .010, F(4, 990) = 3.14, p < .05. Controlling for sociocultural variables in the final block, a significant
portion of the variance was accounted for by parental perception of safety group membership R2 = .002, F(5, 989) = 2.97, p < .05.
†p ≤ .10. *p≤.05.
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Table B2
Regression Analyses Predicting Caring from Perceptions of Safety Profiles Including Immigrant Family Status
Caring in 8th Grade
Step: Immigrant
B (SE)

Step: Predictors
B (SE)

Step: Trajectory
B (SE)

Immigrant family

0.02 (0.04)

0.03 (0.04)

0.03 (0.04)

E-R socialization

-

0.03 (0.01)*

0.02 (0.01)†

South

-

0.03 (0.03)

0.03 (0.03)

Central City

-

0.04 (0.02)

0.05 (0.03)†

Low-stable safety
∆R2

-

-

.001
F(1, 875) = 0.49,
ns

.007
F(4, 872) = 1.84,
ns

-0.07 (0.02)**
.012**
F(5, 871) = 3.47,
p ≤ .01

Perception of Safety

Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Immigrant
family status did not significantly account for caring in the first block of the perception of safety models, R2 = .001, F(1, 875) = 0.49,
ns. Nor did other sociocultural variables significantly account for caring in the second block, after controlling for immigrant family
status, R2 = .007, F(4, 872) = 1.84, ns. Controlling for sociocultural variables in the final block, a significant portion of the variance
was accounted for by parental perception of safety group membership R2 = .012, F(5, 871) = 3.47, p < .01.
†p ≤ .10. *p≤.05. **p ≤ .01.
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Table B3
Regression Analyses Predicting Competence from Civic Participation Profiles Including Immigrant Family Status
Competence in 8th Grade
Step: Immigrant
B (SE)

Step: Predictors
B (SE)

Step: Trajectory
B (SE)

Immigrant family

0.08 (0.06)

0.07 (0.06)

0.08 (0.06)

E-R socialization

-

0.06 (0.02)*

0.05 (0.02)*

-

-0.08 (0.07)

-0.06 (0.07)

-

0.01 (0.02)

0.01 (0.02)

-

-

0.09 (0.07)

-

-

0.07 (0.05)

-

-

0.07 (0.13)

.002
F(1, 864) = 1.58,
ns

.009*
F(4, 861) = 2.40,
p ≤ .05

.003
F(7, 858) = 1.72,
ns

Civic Participation

Neighborhood risk
School racial/ethnic
composition
Upper-middle-increasing
participation
Lower-middle-increasing
participation
High-decreasing
participation
∆R2

Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Being from
an immigrant family was included in the first block, but did not significantly account for competence, R2 = .002, F(1, 864) = 1.58, ns.
In the second block after controlling for immigrant family status, sociocultural variables accounted for a significant portion of the
variance in competence R2 = .009, F(4, 861) = 2.40, p < .05. In the final block, however, civic participation group membership did not
account for a significant portion of variance, R2 = .003, F(7, 858) = 1.72, ns.
†p ≤ .10. *p≤.05.
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Table B4
Regression Analyses Predicting Caring from Civic Participation Profiles Including Immigrant Family Status
Caring in 8th Grade
Step: Immigrant
B (SE)

Step: Predictors
B (SE)

Step: Trajectory
B (SE)

Immigrant family

0.02 (0.04)

0.02 (0.04)

0.02 (0.04)

E-R socialization

-

0.03 (0.01)†

0.02 (0.01)

-

-0.05 (0.04)

-0.03 (0.04)

-

-0.03 (0.01)*

-0.03 (0.01)*

-

-

0.10 (0.04)**

-

-

0.06 (0.03)†

-

-

0.11 (0.08)

.000
F(1, 858) = 0.32,
Ns

.016**
F(4, 855) = 3.37,
p ≤ .01

.008**
F(7, 852) = 0.36,
p ≤ .01

Civic Participation

Neighborhood risk
School racial/ethnic
composition
Upper-middle-increasing
participation
Lower-middle-increasing
participation
High-decreasing
participation
∆R2

Note. Unstandardized beta coefficients are reported and steps of regression model are indicated by type of variable added. Being from
an immigrant family status was included in the first block, but did not significantly account for caring, R2 = .000, F(1, 858) = 0.32, ns.
In the second block after controlling for immigrant family status, sociocultural variables accounted for a significant portion of the
variance in caring R2 = .016, F(4, 855) = 3.37, p < .01. In the final block, civic participation group membership accounted for a
significant portion of variance, R2 = .008, F(7, 852) = 0.36, p < .01.
†p ≤ .10. *p≤.05. **p ≤ .01.
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